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This dissertation examines the influence of collective racial esteem (CRE) on the 
quantity and type of involvement for African American male undergraduate students in 
public four-year institutions of higher education in the U.S. In addition, this relationship 
is examined to determine if differences exist across gender (male and female), and 
institutional variables (specifically, public HBCUs vs. public PWIs). The persistence and 
graduation of African American males at four-year institutions of higher education has 
increased in past decades, but still remains consistently and significantly lower than that 
of their non-African American male counterparts (Planty et aI., 2009). African American 
male retention rates are also lower than their female counterparts of the same ethnic 
background. These data continue to be a reality, despite the extensive literature on 
African American students in college. 
Using multiple regression, hierarchical logistic regression, multivariate analysis of 
variance (MANOY A) and multivariate analysis of covariance (MAN COY A), this 
exploratory research design assessed the predictive potential of CRE to certain 
involvement variables established by the literature on African American male 
undergraduates. The predictor variables included in the study were the four sub-scales of 
v 
CRE: Private CRE, Public CRE, Identity Salience, and Membership CRE. Independent 
variables were gender and institutional type. The criterion variables were quantity of 
campus involvement, decision to join an ethnic/minority organization, and faculty and 
peer interaction. Dependent variables were the four sub-scales of CRE. 
The study found Membership CRE to be a significant predictor of quantity of 
campus involvement for African American males; Identity Salience to be a significant 
predictor of decision to join an ethnic/minority organization for African American males; 
and Private CRE and Membership CRE to be a significant predictor of peer interaction 
for African American females. Significant differences were found between African 
American male and female CRE scores, and between students attending HBCUs and 
those attending PWIs. This study added a significant contribution to the literature for 
African American students by examining the effects of CRE on college involvement. 
This study concluded by suggesting that state-level and institutional level 
decision-makers should work to incorporate CRE into the design, implementation, and 
assessment of support services for African American students. Resources to support the 
enhancement of CRE should be adequately staffed and funded in the face of increasing 
diversity within post-secondary institutions. Individual practitioners and scholars could 
benefit from an understanding of CRE and its influence on student interactions and 
involvement, particularly at PWIs. Greater understanding of CRE could lead to more 
developmentally appropriate support and advising for African American students. 
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This dissertation will examine the influence of collective racial esteem (CRE) on 
the quantity and type of involvement for African American male undergraduate students 
in public four-year institutions of higher education in the United States. This dissertation 
also focuses on the differences in CRE scores for African American males compared to 
African American females, and African American males attending a predominately 
White institution (PWI) versus African American males attending a historically Black 
college and university (HBCU). Understanding and increasing student persistence 
continues to be a primary concern for institutions of higher education in the U.S., 
especially as it relates to minority students. 
When delimiting the focus to African American students, persistence to degree 
completion remains markedly lower than their White, Hispanic, and Asian counterparts 
(Planty et aI., 2009). Further, African American males specifically, continue to persist at 
lower rates than all other ethnic groups, as well as their female counterparts (Planty et aI., 
2009), particularly at public four-year institutions. The intersections and impact of 
involvement, racial identity, CRE, and campus environment on African American 
students will be further explored in this dissertation. What follows in this chapter is: (a) a 
description of the study's context, (b) statement of the research problem and purpose, (c) 
significance of the study, (d) research questions, (e) definitions of terms, (f) limitations of 
the study, and (g) summary of the chapter. 
Study Context 
The economic impact of higher education for individuals is well documented, and 
the National Center for Education Statistics (NCES) reported that students with 
bachelor's degrees earn more than those who have an associate's degree or high school 
diploma. For instance, 25-34 year olds with a baccalaureate degree earned 29% more 
than those with an associate's degree, and 55% more than those with only a high school 
diploma (Planty et aI., 2009). The increased median income for highly educated 
individuals has also been found to be consistent across gender and racial categories. It 
should be noted that these data represent national trends, and that the economic 
advantages of bachelor degree attainment varies from state-to-state. Despite the economic 
advantages of attaining a bachelor's degree specifically, only about 58% of first-time 
students seeking a bachelor's degree in 2000-2001 completed the degree or its equivalent 
in six years (Planty et aI., 2009). 
Several institutional efforts have been undertaken at public and private institutions 
to increase completion rates. Graduation rates have been found to be higher at private, 
not-for-profit institutions (65%) than at public four-year institutions (55%). Between the 
years 2000 and 2007 undergraduate emollment increased by 19% in public institutions of 
higher education in the u.S. During the same time period, there were greater gains in 
women emolling in higher education than their male counterparts (20% vs. 16%, 
respectively) (Planty et aI., 2009). Emollment is expected to continue to increase, with 
projections noting 17.5 million students (26%) emolled in public post-secondary 
institutions by 2018 (Hussar & Bailey, 2009). This presents a challenge for the public 
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sector, as more students enroll at public four-year institutions than private not-for-profit 
institutions (Planty et aI., 2009). Public four-year institutions also tend to be more 
accessible for underserved populations (i.e., racial minorities, first-generation colleges 
students, students from low SES backgrounds) than their private counterparts. Therefore, 
these institutions are expected to be sensitive and responsive to the needs of African 
American and other underserved students. 
According to the 2009 NCES Condition of Education, in 2007 64% of college 
students in the u.s. were White, and the second largest racial/ethnic group represented 
were African American students at 13%. African American student make-up 14% of 
student enrolled in Public 2-Year institutions, 11 % in Public 4-Year institution, 19% in 
Not-for-profit 2-Year institutions, 11 % in Not-for-profit 4-Year institutions, and 26% in 
For-profit institutions (Planty ct aI., 2009). Unfortunately, African Americans have one of 
the lowest (42%) retention rates of all other racial/ethnic groups, and the gap between 
White and African American 25- to 29-year-olds that completed bachelor's degree or 
higher has widened between 1971 and 2008 from 12% to 17%. When considering 
institution attended, African Americans overwhelmingly enroll in PWls as opposed to 
HBCUs, or institutions that otherwise have an African American population of 50% or 
greater (Minor, 2008). 
State and local legislatures are increasingly asking public institutions to do more 
by way of preparing students for the workforce, and successfully bridging the gap 
between K-12 education and the workforce (Crawford, 2007). This current climate 
weighs heavy on the public four-year sector of higher education because oflarge amounts 
of state and federal tax dollars committed to these institutions. The current economic 
3 
downturn has also created challenges even for those who possess a post-secondary 
degrec. During this timc of greater accountability and diminishing resources there has 
been emerging work targeting African American students' college experience and 
retention (Flowers, 2004). 
In exploring what options will help improve African American student retention, 
student involvement has been shown to be a variable of focus in the literature. Existing 
research has clearly linked involvement to persistence, and other psychosocial and 
cognitive outcomes in college (Astin, 1993; National Survey of Student Engagement, 
2009; Pascarella & Terenzini, 2005). The research is clear: actively involved students in 
the classroom and out-of-the classroom gain more from college than those who are not 
involved (Kuh, 1991). Involvement has been shown to significantly correlate to racial 
identity attitudes among African American students (Taylor & Howard-Hamilton, 1995). 
Racial identity represents a sense of group identity, and is based on the belief that one 
shares a racial heritage with a particular group (Phelps, Taylor, & Gerard, 2001). Racial 
identity has been positively linked to higher levels of involvement, self-esteem, self-
concept, and academic outcomes (Awad, 2007; Lockett & Harrell, 2003; Mitchell & Dell, 
1992). 
Little research exists on the relationship between racial identity attitudes, 
collective self-esteem, and level of involvement in the college environment. Though self-
esteem has been shown to mediate the role of racial identity in academic achievement 
(Lockett & Harrell, 2003), the literature review for this dissertation yielded little in 
relation to collective esteem within college impact research (i.e., research on the impact 
of college on students). Hence, the purpose of this study is to examine the relationship 
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between students' quantity and type of involvement and CRE. The data is used to better 
understand students' self-concept related to racial group membership (Dugan et aI., 
2009). 
Problem 
This study addresses two main issues. First is the continued lack of involvement 
and low persistence rates of African American males in college. Second is an 
examination and use of CRE as a construct in college impact research. Persistence and 
graduation of African American males at public four-year institutions of higher education 
is consistently, significantly lower than that of their White, Hispanic, and Asian 
counterparts. African American male retention rates are also lower than those of African 
American females (Planty et aI., 2009). This is despite the extensive literature on African 
American students in college over the last several decades. 
Previous literature has found that integration and involvement in the college 
environment is positively correlated to persistence and graduation. Involvement in 
college may take many forms including faculty interaction, peer interaction, and 
involvement in student organizations (Astin, 1993; Pascarella & Terenzini, 1991, 2005). 
Cuyjet (2006) found that African American males who are involved in the college 
environment are more likely to integrate into the campus community, and thereby persist 
and eventually graduate. Research has also identified differential experiences, 
persistence, and graduation rates for students across different institutional types and 
settings. 
There is a paucity of research on CRE in the literature as it relates to college 
student involvement and persistence. There is an abundance of literature that uses race 
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and/or ethnic background as a construct to understand how students are motivated, how 
they behave, or if they will achieve certain outcomes. However, race/ethnic background 
as a construct is insufficient as a predictor of campus involvement due to changing 
demographics, attitudes, and backgrounds of incoming students (Helms, 2007). Helms 
and Cook (I 999) found that racial categories serve as sociopolitical constructions that 
denote unequal access to resources. This inequality results in certain negative 
psychological consequences for individuals socialized into particular groups. Dugan, 
Komives, and Segar (2008) argue that despite this fact, college impact research continues 
to rely on these limiting dimensions of race, rather than the more complex psychological 
influences related to identity. One such complex psychological influence that can add 
much to the existing literature is CRE. 
Research centering on racial identity has focused a great deal on the experiences 
of African American students (Cross, 1991). This line of research has also examined 
differences across gender within racial groups. There is, however, little research on how 
CRE is related to the frequency and type of campus involvement of African American 
students. The trend of poor graduation rates and rates of involvement for African 
Americans-particularly males-in higher education has persisted at secondary and post-
secondary institutions. This trend continues despite numerous institutional efforts, state 
reform efforts, and federal initiatives to increase retention and graduation for African 
Americans (Crawford, 2010). 
In a climate of diminishing resources and greater calls for public institutional 
accountability, institutions must work harder to create a climate that better understands 
and supports African American male experiences and factors that lead to retention. The 
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problem this study addresses, therefore, is the lack of theoretical explanations 
hypothesizing the predictive relationships between CRE and involvement for African 
American undergraduate students--particularly males-in higher education institutions. 
Purpose 
The purpose of this study is to examine the influence of CRE on the quantity and 
type of involvement for African American male undergraduate students in public four-
year institutions of higher education in the u.s. In addition, this relationship will be 
examined to determine if differences exist across gender (male and female), and 
institutional variables (specifically, public HBCDs vs. public PWls). CRE and 
involvement is measured using responses from the Multi-Institutional Study of 
Leadership (MSL). The instrument measured the four sub-scales ofCRE: private, public, 
membership, and identity salience. The participants of the study are undergraduate 
students attending public four-year institutions in the u.S. that participated in the MSL 
during the Spring 2009 semester. The criterion variables for this study will include 
several college environmental factors that represent involvement. These factors include 
interaction with faculty members, interaction with peers, and involvement in student 
organizations. For purposes of this dissertation, student organizations are defined as 
extra-curricular, or co-curricular groups or clubs within institutions. Several types of 
involvement have been linked to persistence for African American students (Astin, 1993; 
Flowers, 2004; Pascarella & Terenzini, 2005). These student organizations will be 
explored further in subsequent chapters. 
Significance of the Study 
Four factors define the significance of this study. First, this study adds clarity to 
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the myriad factors influencing African American students' motivation, behavior, and 
involvement. Several factors have been found to contribute to positive African American 
student academic achievement (Parker & Flowers, 2003), involvement in organizations 
(Mitchell & Dell, 1992), racial identity development (Cross, 1991), and self-esteem 
(Lockett & Harrell, 2003). None of these studies, however, have examined the unique 
contribution ofCRE on some of these same variables. Uniquely, this study examines the 
mediating effect of CRE on involvement in college. Second, this study advances the 
discussion about African American males as it relates to involvement. The existing 
literature rarely disaggregates the data for African American men and women (Harper & 
Quaye, 2007). 
Thirdly, through the examination ofCRE and its impact on involvement, this 
study will connect college impact research with social identity theory in a practical and 
theoretically appropriate manner. This will allow for more developmental programming 
interventions for use in and out of class for African American students in post-secondary 
institutions. Institutional decision-makers can analyze this study's results in order to 
create developmentally appropriate interventions for students on their campuses, in 
particular African American males. The use of CRE can provide enhanced understanding 
of the differences that exists within African American student populations on college 
campuses. 
Research Questions 
The research questions addressed in this study are listed below followed by null 
hypotheses. Details about the methodology used to test these hypotheses are found in 
Chapter III: 
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1. Do CRE scores for African American undergraduate males significantly predict 
quantity of campus involvement? 
Null Hypothesis 1 (H 1): There is no predictive relationship among the CRE scales 
(membership, private, public, identity) and quantity of campus involvement. 
2. Do CRE scores of African American undergraduatc malc students significantly 
predict the following: 
(a) the decision to join an ethnic/minority organization; 
(b) degree of interaction with faculty; 
(c) degree of interaction with peers? 
Null Hypothesis 2 (H2): There is no predictive relationship among the CRE scales 
(membership, private, public, identity) and (a) decision to join an ethnic/minority 
organization, (b) degree of interaction with faculty, or (c) degree of interaction 
with peers. 
3. Rcsearch Question 3 (RQ3): Is there a statistically significant difference betwecn 
African American male and African American female undergraduates' CRE 
scorcs? 
Null Hypothesis 3 (H3): There is no statistically significant difference betwecn 
African American malc CRE scores and African American female CRE scores. 
4. Research Question 4 (RQ4): Is there a statistically significant difference between 
undergraduate African American students' CRE scores at a PWI compared to a 
HBCU? 
Null Hypothesis 4 (H4): Thcre is no statistically significant difference between 
undergraduate African American students' CRE scores at a PWI compared to a 
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HBCU. 
Definition of Terms 
The following definitions apply to this study: 
1. Persistence: the matriculation of a student through the educational process (Tinto, 
1987). 
2. Involvement: the amount of physical and psychological energy that the student 
devotes to the academic experience (Astin, 1984). 
3. Student Organizations: defined as student-led extra-curricular or co-curricular 
groups or clubs within institutions (Kimbrough & Sutton, 2007). 
4. Quantity of Involvement: the self-reported amount of time a student spends 
involved in college generally, regardless of specific type of involvement. 
5. Campus Environment: the extent to which students believe that their institutions 
are committed to their success and report that the social and working relationships 
among different groups on campus are positive (Pike & Kuh, 2006, p. 432). 
6. Collective Racial Esteem (CRE): an individual's sense of self-concept as it relates 
to racial group membership (i.e., those aspects of the self-concept that relate to 
race, ethnic background, religion, feelings of belonging in one's community, and 
the like). CRE has four scales: (a) membership (how well one believes he or she 
fits in with their social group); (b) identity (the centrality or salience of one's 
social group to their identity); (c) private (one's personal assessment and beliefs 
of the value of their social group); and, (d) public (one's beliefs about how others 
value their social group) (Dugan et aI., 2009; Luhtanen & Crocker, 1992). 
7. Black or African American: a person having origins in any of the Black racial 
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groups of Africa (Planty et aI., 2009). 
8. White: a person having origins in any of the original peoples of Europe, North 
Africa, or the Middle East (Planty et aI., 2009). 
9. Four- Year-and-Above Institutions: institutions or branches that offer programs of 
at least four years' duration or that offer programs at or above the baccalaureate 
level. These institutions award a four-year degree or higher in one or more 
programs, or award a post-baccalaureate, post-master's, or post-first-professional 
certificate. Includes schools that offer post-baccalaureate certificates only or those 
that offer gradate programs only. This also includes freestanding medical, law, or 
other first-professional schools (Planty et aI., 2009). 
10. Historically Black College and University: institutions established prior to 1964, 
whose principal mission is the education of Black Americans (Planty et aI., 2009). 
11. Predominately or Traditionally White Institutions: institutions that have, or have 
historically or traditionally had, a majority White student population. 
12. Public Institutions: institutions whose programs and activities are operated by 
publicly elected or appointed school officials and which are supported largely by 
public funds (Planty et aI., 2009). 
13. Private Not-For-Profit Institutions: institutions in which the individual(s) or 
agency in control receives no compensation, other than wages, rent, or other 
expenses for the assumption of risk. These include both independent not-for-profit 
schools and those affiliated with a religious organization (Planty et aI., 2009). 
The terms minority students and students of color are used interchangeably throughout 
this dissertation. The term predominately White institution (PWI) is equivalent to the 
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term traditionally White institution (TWI) used elsewhere in the literature. 
Limitations 
As with any study, there are several limitations that should be mentioned that are 
inherent despite the research design employed. This is not a true experimental design as 
defined by Shadish, Cook, and Campbell (2002) and others. Findings in this study are 
relational, and causality is not implied. For example, ifhigh scores on a student's public 
CRE score is positively correlated to a high quantity of involvement, that does not mean 
that high public eRE causes students to be more involved. 
The MSL study used in this dissertation is secondary data. Several limitations of 
secondary data (e.g., inaccurate data, out of data information, small sample sizes, 
disreputable company, etc.) were accounted for through the selection of this particular 
dataset. The MSL contains recently collected data, from a large sample size, using 
statistically valid and reliable constructs. The use of different definitions of certain 
variables posed a slight limitation. For example, items used to measure faculty 
interaction, peer interaction, and quantity of involvement do not include every possible 
scenario through which students experience these variables. Items used were informed by 
prior research, though the choices were limited due to the instrument design. Participating 
institutions self-selected into the MSL study and therefore did not provide a random 
sample of institutions from across the United Sates. Furthermore, institutions chosen for 
this study did not represent a random sample of public four-year institutions. This study 
cannot be generalized to the entire student population of the U.S. Students were randomly 
selected to take the MSL at each institution; the overall response rate was a modest 30%, 
and the response rates varied across institutions. Due to the limited number of public 
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four-year HBCUs, the study only compared one HBCU and one PWI to address RQ4. 
Findings cannot be generalized to all PWls or HBCUs. 
Though this study is not about college choice, it is important to note that African 
American students make-up higher percentages of students attending public and private 
two-year colleges than public four-year institutions (Aud et aI., 2010). This means that 
the sample of public four-year institutions excludes a large number of the population of 
African Americans in post-secondary education. A final limitation for this study concerns 
the definitions used for constructs such as race. Many of the definitions outlined in this 
dissertation come from the National Center for Education Statistics (2009), and thereby 
represent one possible definition of many of the terms used in this study. The author 
recognized the abundance of definitions that exist for many of the constructs used. The 
author also recognized the exclusion of cases within the data based on definitions listed in 
this chapter. 
Summary of Chapter I and Overview of Chapters II -V 
African American male involvement and persistence in higher education have 
remained consistently lower than that of other racial/ethnic groups and their female 
counterparts. This trend holds constant across institutional type. Despite decades of 
research on the Black college student experience, little has changed by way of the 
ultimate outcome of higher education: the attainment of a college degree. Though gains 
have been made within K-12 and post-secondary education as they relate to access and 
enrollment of minority students, there are opportunities for institutions to better engage 
and support African American males once they arrive on campus. CRE is a construct 
found in the social identity literature that has not been extensively examined in the body 
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of student development literature. Institutions may find that knowledge of student CRE is 
useful in designing interventions to assist students in their involvement and matriculation 
through the college environment. 
This study will explore the influence of CRE on involvement in college, and 
could help account for significant variability in student outcomes across and within racial 
groups. Attaining a clearer understanding of the relationship between the predictor and 
criterion variables used in this study, administrators at post-secondary institutions can be 
better equipped to construct interventions that promote and support African American 
student achievement. This could include designing mentoring opportunities, living-
learning communities, and in-class and out-of-class support for students based on their 
CRE. 
Having introduced the study in this chapter and providing the context, 
background, and significance of the study, it is necessary to briefly discuss how the 
remaining chapters are organized. Chapter II reviews the literature about African 
American student involvement as it relates to faculty and peer interactions, involvement 
in cultural/minority student organizations, racial identity development, CRE, and campus 
environmental factors. African American male undergraduates will be discussed 
specifically in Chapter II as well. Chapter III discusses the research design, study 
participant characteristics, instrument design, and procedures used to collect data. Results 
are presented in Chapter IV with a description of statistical applications employed in the 
study. Lastly, Chapter V presents conclusions and implications of study. 
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CHAPTER II 
REVIEW OF LITERATURE 
Overview 
This dissertation will examine the influence of collective racial esteem (CRE) on 
the quantity and type of involvement for African American male undergraduate students 
in public four-year institutions of higher education in the u.s. This study will examine 
the predictive ability of the four scales that represent CRE on various involvement 
variables using data from a national study. This review of researeh is divided into six 
main sections: (1) the current context of American public higher education, (2) 
involvement and persistence, (3) racial identity development, (4) collective identity and 
esteem, (5) campus environment and climate, and (6) the college experience of African 
American males. The chapter concludes with a summary overview of the chapter and 
review of research questions examined. 
Current Context of American Public Higher Education 
Recent projections estimate 60% of new jobs created will require some form of 
post-secondary education (Educating America, 2004). This projection indicates that the 
necessity for students to stay in the educational pipeline through the post-secondary years 
has intensified (Crawford, 2010). This dissertation focuses specifically on post-secondary 
institutions in the public, four-year sector of higher education. 
The U.S. has a diverse array of more than 4,300 public and private institutions, 
both for-profit and not-for-profit. These institutions vary by Carnegie type, control, size, 
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and mission. Students attending post-secondary institutions are as diverse as the 
institutions they attend. There are over 600 public four-year institutions, which many 
consider to be among our country's most important social establishments (Harper, 
2006a). 
Duderstadt and Womack (2003) contended that these public institutions have a 
unique mission to democratize and provide access to higher education for all citizens. 
Equal opportunity, via access to higher education, is a cherished American ideal that has 
been passed through generations. The outcomes of a public education not only benefit the 
individual, but also society as a whole, and therefore a strong social contract exists 
between public institutions and citizens within the U.S. 
Planty et al. (2009) reported that within public four-year institutions, 67% of the 
students are White, 11 % are African American, 9% are Hispanic, 7% are Asian/Pacific 
Islander, and 1 % are American Indian/Alaska Native. According to the 2000 U.S. Census 
(http://censtats.census.gov/cgi-bin/pct/pctProfile.pl),this compares to 75% White, 12.3% 
Blacks, 12.5% Hispanic, and 3.6% Asian in the U.S. Approximately 57% of the students 
attending public and private institutions of higher education are female. Despite 
comprising the second largest racial group represented at public four-year institutions the 
six-year graduation rates for African American students are among the lowest in the 
country (Planty et a1.). This has remained a reality for the last several decades, despite 
numerous efforts at the institutional, state, and federal level to ameliorate these 
differences. It has been offered that the social contract between African American 
students and the nation's public post-secondary institutions has been broken (Harper, 
2006a). Furthermore, research suggests that these trends in racial disparity may result in 
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destructive consequences for our society (Kelly, 2005). Student enrollment for African 
Americans is predicted to increase by 26% by the year 2018 (Hussar & Bailey, 2009). 
This projection indicates a need for continuous and research-driven solutions to improve 
African American persistence and degree completion. 
One explanation of the low persistence rates of African American students is their 
lack of involvement in the campus environment. Research has consistently shown that 
involvement in college, amongst other variables, is positively correlated to persistence 
and graduation for students (Astin, 1993; Pascarella & Terenzini, 1991,2005; Tinto, 
1987). Astin's (1993) input-environment-outcome (I-E-O) model is one of the first and 
most widely cited theories of student involvement found in this literature review. 
Involvement and Persistence 
Astin (1984) defined involvement as "the amount of physical and psychological 
energy that the student devotes to the academic experience" (p. 518). Involvement in 
college includes, but is not limited to, faculty interaction, participation in 
clubs/organizations, time spent using the library and other campus resources, and peer 
interaction. Astin's (1993) model hypothesizes that students enter the institution with 
certain inputs (pre-college factors such as family income, high school GP A, attitudes, 
values), which interact with the college environment (e.g., campus activities, coursework, 
faculty and peer interaction), and results in a range of student outcomes (e.g., 
psychosocial, cognitive, etc.). Astin's model assumes that learning and involvement are 
more a function of what the students does, and less a function of what the institution 
does. 
Pascarella and Terenzini (1991, 2005) supported Astin's findings that 
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involvement positively affects a range of college outcomes. Pascarella and Terenzini 
studied the effects of college on students over a 30-year period and measured the impact 
of college across a number of variables, including cognitive and intellectual skills, 
psychosocial change, attitudes and values, moral development, and quality of life after 
college. Furthennore, involvement has been found to positively affect persistence. When 
it comes to persistence, Tinto (1998) notes, involvement matters. This finding is 
particularly important to decision makers in post-secondary education, as student 
involvement is something that administrators can influence through existing systems 
within the institutions. 
eRE is defined as a student's self-concept as it relates to his or her racial group 
(Dugan et aI., 2009), and is what Astin (1993) may describe as an input variable for 
students entering college. A hypothesis in this dissertation is that eRE serves as both an 
input (i.e., a factor with which students enter college), and as a mediator for involvement 
in the campus environment. Figure 1 illustrates a modified version of Astin's model, with 
eRE added. 
In the figure, eRE was labeled an intermediate input variable to set the variable 
apart from Astin's original model. As indicated by the arrows, eRE has a reciprocal 
interaction with the environment. This interaction means eRE impacts how students will 
interact with the college environment, and the environment, in tum, modifies eRE as a 
student progresses through college. It should be noted that this model does not indicate 
whether eRE increased or decreased, only that it is modified. Finally, eRE is 
hypothesized to impact the psychosocial and cognitive outcomes of college as well. 
The review ofliterature for this study yielded few quantitative analyses of the 
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effect of students' CRE on involvement in college. Through an examination of CRE, this 
study seeks to add to the literature regarding factors that facilitate undergraduate African 
American male involvement and persistence in public post-secondary institutions. The 
following section discusses persistence frameworks and the specific relationship between 
involvement and student persistence. 
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Persistence in higher education has consistently been linked to involvement and 
social and academic integration into the college environment (Astin, 1993; Braxton, 
Hirschy, & McClendon, 2004; Pascarella & Terenzini, 1991,2005; Tinto, 1975). Tinto's 
(1975) theory of student departure is a widely cited theoretical framework for explaining 
student departure. The theory has its roots in Durkheim' s theory of suicide (1961, as cited 
in Tinto, 1975), which states that suicide is more likely to occur when an individual is not 
sufficiently integrated into society. Applying this theoretical lens to higher education, 
students commit the equivalent of academic suicide if they do not sufficiently integrate 
into the campus environment. Despite its usefulness as a framework, Durkheim's theory 
has limited applicability to studying student dropout due to the myriad of environmental 
variables affecting student attrition. Tinto (1975) therefore extended his model to view 
dropout as "a longitudinal process of interaction between the individual and the academic 
19 
and social systems of the college during which a person's experiences ... continually 
modify his goal and institutional commitments in ways which lead to persistence" (p. 94). 
Contrary to Astin's (1993) model, Tinto's model places the onus of persistence on both 
individual and institutional factors. 
According to Tinto (1987) persistence or dropout is attributable to a confluence of 
factors, including student pre-college variables, academic goals, commitment to goals 
and to the institution, the degree of involvement with the social and academic 
environment, and career goals (Flowers, 2004). An assumption of Tinto' s (1987) model 
is that students, who come from cultures incongruent with that of the dominant culture, 
must detach themselves from their culture of origin. Students must then adopt the norms 
and values of the dominant culture to be successful in college. From this perspective, 
Tinto's theory implies that students must assimilate to the dominant culture and thereby 
become integrated in the environment to achieve positive outcomes. Cabrera, Castaneda, 
Nora, and Hengstler (1992) affirm the complexity of understanding persistence, stating 
that persistence is an outcome of good fit between the student and the institution, while 
others have offered significant critiques of Tinto's propositions. 
Tierney (1999) offered a critique of Tinto's (1975,1987) model, stating that it 
fails to recognize the importance of culture and its effects on minority student integration 
in higher education. Tierney forwarded that Tinto's model may represent a form of 
cultural suicide, and that the need to assimilate into the dominant culture places a 
tremendous burden on students not from the dominant culture (Museus, 2008). Tierney 
instead posited cultural integrity as an alternative, which emphasizes programs that foster 
cultural validation through engaging students' backgrounds and the communities around 
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them. The concept of cultural integrity is based on the belief that college campuses can 
shape their dominant cultures to engage diverse pre-college cultures from which students 
come. 
Tierney (1992) also takes issue with many of the assumptions and definitions used 
by Tinto to discuss student departure, particularly the analogies made to rites of passage 
rituals within college environments. Tierney holds that the references made to 
anthropological theories as they relate to rites of passage are inaccurate, largely because 
rites of passage are intra-cultural and are designed for members of a community to 
succeed. Therefore, failure or dropout in the case of post-secondary education, is not an 
option in the anthropological use of the term, and should not be used as a frame by which 
to discuss integration into the college culture. 
Similarly, Kuh and Love (2000) analyzed Tinto's (1975,1987) model of student 
departure by arguing that it is not empirically proven, is inadequately operationalized, 
and understates the role of the institution in adapting to student needs. Instead they offer a 
cultural framework by which to view college student departure decisions. Kuh and Love 
posited that persistence is inversely related to the distance between a student's native 
culture and the campus culture. Students can either acclimate to the dominant culture, or 
seek membership in a campus subculture. The importance of subcultures and their role in 
student persistence are well documented, and they have been found to be particularly 
useful vehicles for involving African American students and other ethnic and racial 
minorities into college settings (Kuh & Love, 2000; Museus, 2008; Tinto, 1993). 
Kuh and Love (2000) went on to add that student departure from college, and 
other student experiences, is not just a result of individual psychological experiences; 
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departure is also shaped by a number of cultural forces linked to racial or ethnic group, 
family background, social class, and previous family experiences. According to Kuh and 
Love, colleges and universities develop their own cultures that shape how people think 
and behave. They further add that culture is a pattern of behaving, believing, and 
knowing that is collective and mutually shaping. Culture provides a frame of reference by 
which to interpret the meaning of campus events and actions. 
The cultural perspective of student departure parallels much of Tierney's (1992, 
1997, 1999) work as it relates to cultural integrity. Along these lines, Nora and Cabrera 
(1996), when examining African American students at a predominately White institution 
(PWI) in the Midwest, revealed findings contrary to Tinto' s (1975) notion of detachment 
from one's native culture. Nora and Cabrera found that attachment to significant others, 
such as parents and other family members, were key for the successful transition of 
minority students. Furthermore, Guiffrida (2006) concluded that Tinto's (1993) theory 
should be advanced to include minority students' connection to their heritage, traditions, 
and home support systems. He also advances the literature on African American 
persistence through an examination of motivational (intrinsic vs. extrinsic) and cultural 
(individualistic vs. collectivist) orientations. Finally, Guiffrida provides a more complex 
and more culturally valid discussion of student departure that sheds light on key 
developmental factors in African American student persistence. 
It is important to note the strong predictive ability of socio-economic status (SES) 
as it relates to student persistence, particularly as it relates to minority populations 
(Cabrera, Stampen, & Hansen, 1990; Crawford, 2007; Tinto, 2007). Though outside of 
the scope of this literature review, the confluence ofrace, gender, and SES cannot be 
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overstated. As a result, chapter 4 will statistically control for the effects of SES in the 
analysis of the data, and is discussed more within that chapter. Other key factors found in 
the review of the literature related to African American involvement and persistence are 
outlined below. 
African American Involvement 
Flowers (2004) studied the extent to which student involvement experiences 
influenced specified educational outcomes for African American students. Using results 
from the College Student Experiences Questionnaire (CSEQ), the author examined 7,923 
African American students from 192 institutions who participated in the CSEQ between 
1990 and 2000. Of the sample, 18% attended HBCUs while 82% attended PWIs. 
Represented in the sample are 93 public and 99 private institutions. The study used 
ordinary least squares regression to examine the relationship between involvement as the 
independent variable and five academic measures as dependent variables. 
African American student involvement was found to be low to moderate on most 
of the measures for student involvement. This is relevant because it reflects the scarcity 
of involvement in campus activities by many African American students. It also reflects 
the scarcity of activities and resources available to African American students, and 
researchers' ability to access these areas sufficiently. Some measures of involvement in 
the study negatively impacted academic gains; for instance, following a regular schedule 
of exercise or attending social events in the student union. These findings contradict a 
number of previous studies that report the positive outcomes of such activities (Astin, 
1993; Pascarella & Terenzini, 2005; Tinto, 1975). This contradiction could be due to the 
choice of variables used to measure involvement in the CSEQ instrument. Overall, results 
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of this study reinforced the existing research on the positive impact of both in-class and 
out-of-class involvement on academic and social outcomes. In the review of literature, 
peer interaction, faculty interaction, and involvement in student organizations frequently 
appear as positive types of involvement for African American students, as the following 
sections will discuss. As it relates to student organizations, special attention was given to 
the positive impact of involvement in ethnic/minority student organizations in this 
literature review. 
Peer interaction. Astin (1993) found that "the single most powerful source of 
influence on the undergraduate student's academic and personal development is the peer 
group" (p. 2). His longitudinal study included more than 25,000 students at more than 
200 colleges in the u.s. Peer interaction included discussing course content with other 
students, working on group projects for classes, tutoring other students, participating in 
intramural sports, being a member of a social fraternity or sorority, participation in 
campus protests, being elected to a student office, and hours per week spent socializing or 
participating in student clubs or organizations. 
Similarly, Cuyjet (2006) stated that students use peer groups to negotiate their 
college experience. The peer group is particularly important for African Americans 
students. The peer group essentially serves as an audience and proving ground where 
students are supported and able to test integration strategies and plans in a safe 
environment. Peer group interaction produces student gains across many psychological, 
psychosocial, and cognitive outcomes (Astin, 1993; Cuyjet, 2006; Pascarella & 
Terenzini, 1991, 2005). Related to this dissertation, students' CRE and racial identity 
appear to playa role in how or if African American students interact positively with 
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others in and out of their racial group. The same holds true for students' interactions with 
institutional faculty. 
Faculty interaction. Faculty interaction has been found to playa significant role 
in the involvement and retention of students (Tinto, 2007). In Astin's (1993) longitudinal 
study using the Cooperative Institutional Research Program (CIRP) in 1985-1989 
referenced earlier, he reported that faculty represents the most important part of a 
student's development as an undergraduate, second only to the influence of peers. Astin 
goes on to say that the interaction between students and faculty is positively correlated 
with every academic outcome, including grade point average (GPA) and degree 
completion. 
Using the third edition of the CSEQ, Kuh and Hu (2001) examined the character 
and impact of student-faculty interaction on student learning and personal development in 
the 1990s. The sample consisted of 5,409 randomly selected students from 126 colleges 
and universities. The authors used regression analysis to examine general patterns 
between student-faculty interaction and college outcomes. The results supported existing 
findings about the importance of student-faculty interactions (i.e., the more faculty 
contact, the better for the student). A noteworthy finding to this dissertation is that 
students devote more effort to other educational activities because of their interaction 
with faculty. This finding illustrates the importance of faculty influence in the 
involvement and integration process of students. 
Also highlighting the importance of faculty interaction, Littleton (2002) reported 
that the number one factor attributing to the persistence of African American students at a 
small PWI in the south was approachable and caring faculty. Similarly, Latiker (2006), 
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examining African American students at a small HBCU in the south reported faculty 
being a significant predictor in African American student persistence in college through 
three roles: "teacher (in-class), mother/father figure (out of class), and mentor/advisor 
(out of class)" (p. 13). Mentoring is a specific type of faculty-student interaction and is 
well researched in the literature, particularly as it relates to African American students 
(Guiffrida, 2005). Himelhoch, Nichols, Ball, and Black (1997) found that faculty 
mentoring was the sole predictor of African American persistence at PWls. 
Mentoring was described by Strayhorn and Terrell (2007) as the "process by 
which a student or protege is positively socialized by a faculty member or mentor into the 
institution and/or profession" (p. 70). Santos and Reigadas (2005) examined the student-
faculty mentoring process and its effects on at-risk students. Many of the at-risk students 
in this particular study were African American students and are therefore relevant to this 
dissertation. Using a Social Network Theory (SNT) perspective, the researchers studied a 
Faculty Mentor Program (FMP) at a comprehensive public institution located in Los 
Angeles, California. The FMP was established in 1987 to provide faculty mentors to 
students who were defined as at-risk. The program was designed to promote students' 
social and academic integration in college through a mentoring relationship with faculty. 
Santos and Reigadas proposed a model that students with mentors of the same race 
yielded greater student-mentor contact. This increased contact would increase student 
commitment to the university setting. Researchers hypothesized that frequency of 
student-mentor contact was expected to positively increase perceived mentor 
supportiveness and positively influence students' attitudinal adjustment to college. 
Two hundred participants were used to evaluate the effectiveness of the Faculty 
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Mentoring Program (FMP) and the impact of ethnic homogeneity on certain outcomes. 
Out of the 200 participants, 45% (90) were matched with mentors of the same ethnic 
background. Findings indicated that frequency of student-mentor contact had a positive 
direct effect on FMP satisfaction and GP A. Furthermore, the frequency of student-mentor 
contact was directly affected by ethnic homogeneity of the student-mentor pair. 
Ethnic homogeneity also had an indirect impact on perceived mentor support 
through frequency of student-mentor contact. In other words, students with the same 
ethnic mentors yielded better educational outcomes than others in the program who did 
not have the same ethnicity mentors. This study supported the importance of a diverse 
faculty at institutions of higher education in order to foster higher satisfaction and success 
through mentoring of minority and other at-risk students. One of the factors examined 
through CRE is identity salience, or the centrality of race to one's sense of self. This 
study also highlighted the importance of racial identity salience in the successful 
experience of African American students. 
Strayhorn and Terrell (2007) examined the extent to which faculty-student 
mentoring predicts African American students' satisfaction in college. Using data from 
the CSEQ, fourth edition, researchers sampled 554 Black college students who completed 
the survey in 2004. The instrument contained 91 items designed to measure the quality 
and quantity of student involvement in college activities and use of campus facilities. The 
sample was restricted to unmarried, full-time, residential first and second year students 
attending four-year institutions. This sampling strategy allowed controls for race, gender, 
institutional type (two-year vs. four-year), and marital status. Involvement with faculty 
was measured using six scales of the CSEQ and included the following items that 
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reflected involvement with a faculty member: (a) frequency with which students worked 
on a research project, (b) discussed personal problems, (c) discussed academic program, 
(d) discussed career goals, ( e) socialized outside of class, and (f) asked for criticism about 
performance. The dependent variable was satisfaction, measured using the college 
satisfaction index of the CSEQ. 
Hierarchical multiple regression analyses were used to examine correlations 
between satisfaction and two types of faculty involvement: personal- and research-
focused. Consistent with previous research (Guiffrida, 2005), African American students' 
satisfaction with college improved through a purposeful, research-based mentoring 
relationship with faculty (Strayhorn & Terrell, 2007). This finding was not consistent for 
students who established a personal, informal mentoring relationship with faulty. This 
study, along with Santos and Reigadas (2005), supported the relationship of formal 
mentoring programs for African American and other minority students to satisfaction 
with college and increased academic outcomes. 
Similar to these findings, Guiffrida (2005) provided additional insight into the 
importance of student-faculty interactions for African American students. Particularly at 
PWls, African American students were found to expect more intrusive personal, 
academic, and career advising from faculty and other staff. These students also expected 
more support and advocacy from their faculty and staff in and out of class. Guiffrida 
attributed this to the phenomenon of othermothering within the African American 
community. Othermothering is an "expanded relationship between Black students and 
Black teachers" (Guiffrida, 2005, p. 715), and leads African American students to have 
high expectations that mentors will go above and beyond the normal call of duty. 
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However, as Guiffrida points out, many times African American students do not receive 
that level of intense mentoring from White faculty at PWls. Therefore, several African 
American students reported that White faculty were not seen as realistic role models or 
mentors (Guiffrida, 2005). This lack of meaningful mentor relationships with faculty, 
coupled with a lack of African American faculty role models, can reduce the positive 
effects of faculty interaction on African American student persistence. 
Student organizations. Student organizations have been found to serve as venues 
for African American student involvement. African Americans, particularly at PWls, 
need formal means of involvement (e.g., student organizations), as there are limited 
opportunities for informal interactions due to small numbers of African American 
students on campus (Guiffrida, 2003). Sutton and Kimbrough (2001) examined trends in 
Black student involvement within traditional campus organizations at PWls (PWls). The 
researchers used the Student Involvement and Leadership Scale (Kimbrough, 1995) to 
measure different types of involvement on and off-campus. A total of 989 surveys were 
distributed to campuses affiliated with a national student affairs professional 
organization, and 405 surveys (41 %) were returned. This study specifically examined the 
co-curricular experiences of members and non-members of Black Greek-lettered 
organizations. 
Sutton and Kimbrough (2001) distinguished between "traditional" and 
"multicultural" organizations in this study. Traditional organizations are defined simply 
as groups that promote student friendships and camaraderie. The authors assert that 
African American involvement in these organizations at PWIs has remained marginal, 
despite the growth in ethnically diverse students on campus. On the other hand, 
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multicultural organizations are defined as those that are not predominately White, and 
these organizations continue to positively influence the involvement of African American 
students. In fact, Sutton and Kimbrough found that multicultural organizations remain the 
primary venue for involvement among African American students. Participants' 
involvement in multicultural/ethnic organizations at PWIs was significantly higher than 
participants at HBCUs. These organizations have been found to provide a venue for 
African American students to be affirmed, validated, and celebrated. This finding is 
consistent with the existing literature on the role of ethnic organizations on African 
American student involvement (Harper, 2006a; Mitchell & Dell, 1992; Museus, 2008; 
Taylor & Howard-Hamilton, 1995). 
Museus (2008) sought to increase the understanding of the role of ethnic 
organizations in fostering minority membership in cultures at a PWI. In the review of 
literature, this Museus study was the most recent of its kind to examine ethnic/minority 
group participation exclusively, and the effects of these organizations on student success. 
The concepts of cultural integrity (Ticrney, 1999) and a cultural perspective of student 
departure (Kuh & Love, 2000) grounded Museus' study. The study was guided by a 
phenomenological design and defined involvement as "holding a position of leadership or 
contributing 10 or more hours per week to an ethnic student organization" (p. 575). The 
sample examined was composed of 12 African American and 12 Asian American, 
traditional-aged students. The site was a large PWI in the Mid-Atlantic region of the U.S. 
that had recently experienced racial/ethnic unrest on campus. 
Museus' (2008) study supported findings about the importance of ethnic student 
organizations in the socialization and support of students of color (Mitchell & Dell, 1992; 
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Harper, 2006a; Harper & Quaye, 2007; Sutton & Kimbrough, 2001; Taylor & Howard-
Hamilton, 1995). The findings also support the important role these organizations have in 
college student persistence and success (Kuh & Love, 2000). Ethnic organizations 
facilitate cultural adjustment by serving as a source for cultural familiarity, vehicles for 
cultural expression and advocacy, and venues for cultural validation. These findings are 
supported by an earlier qualitative study conducted by Littleton (2002), wherein 
participants stated that African American social organizations are not set up to separate 
them from other students, but rather serve as a means of bringing African American 
students together. The findings were consistent in Littleton (2002) and Museus (2008) 
despite the difference in institutional type and a six-year time period between the two. 
Guiffrida (2003) also adds support to the findings above in his study of 88 African 
American students at a PWI in the Northeastern U.S. The researcher sought to understand 
under which conditions involvement facilitates social integration. This study supported 
prior research on the importance of African American student organizations to the social 
integration of the campus (Harper & Quaye, 2007; Tinto, 1993). This study added to the 
literature by describing the conditions by which integration occurred, and specifically 
from African American students from predominately Black or White environments. 
Involvement in African American organizations provided students with a comfortable 
environment, important professional connections with faculty, an opportunity to give 
back to their communities, and exposure to Black culture (Guiffrida, 2003). These 
findings support the review of literature in this dissertation as it relates to peer and faculty 
interactions, and involvement in student organizations. Finally, this study reinforced the 
heterogeneity of African American students, and the need for more complex 
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understandings of this group of students' behavior. CRE could be a useful variable in 
college impact research that provides a more complex understanding. 
Relevant findings from the multi-institutional study of leadership (MSL). It is 
important to discuss CRE in the context of the larger MSL, particularly as it related to 
findings about racial identity and outcomes of this national study. Since 2006 many 
studies have emerged using MSL data (e.g., Dugan & Owen, 2007; Haber & Komives, 
2009; Komives, 2007; Martinez, Gehrke, Komives, & Dugan, 2007). Most of these 
studies focused on outcomes related to student leadership development, and students' 
practice of socially responsible leadership as measured through the Social Change Model 
of Leadership Development (HERI, 2006). A few of these studies highlighted outcome 
differences across racial groups. For example, Rosch (2007) stated that: 
Often those students of color who choose to participate in leadership-oriented 
groups or initiatives must not only find a way to fit into a group whose members 
may not share their values, they must also justifY their decisions to a peer group 
who may not support them. (p. 38) 
This burden is similar to the burden that African American students face in trying to 
adapt to majority environments and cultures (Museus, 2008; Ogbu, 2004; Tierney, 1999). 
Dugan, Komives, and Segar (2008) reported that African American students scored 
significantly higher than their White peers on group values within the Social Change 
Model of Leadership Development (e.g., Controversy with Civility and Citizenship), as 
well as the values of Consciousness of Self and Change. This finding is relevant because 
it reinforces the importance of groups in the lives and experiences of African American 
college students (Guiffrida, 2003). 
Dugan, Brown, Chavez, Mendoza, & Rodriguez (20 I 0) examined the influence of 
CRE on socially responsible leadership, and found that CRE scale within the instrument 
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explained 5%-7% of the variance when predicting the dependent variable. This 
represented a significant increase in the predictive power of CRE over racial group 
membership in college impact research, and further necessitates the need for research 
using CRE as a predictor variable for involvement in the college environment. 
Clearly, there are several recurring themes of involvement in the literature on 
African American undergraduate students. Peer interaction, faculty interaction, and 
involvement in student organizations were the most prevalent found in the review of 
literature for this study. For African American students, identity development is an 
important developmental outcome of college (Pascarella & Terenzini, 2005). Racial 
identity development uniquely impacts the involvement and persistence of African 
American students as they progress through higher education. 
Racial Identity Development 
A salient factor for many African American students entering higher education is 
race/ethnicity. Much research has been conducted on the effects of race on African 
American student success. Racial identity development during college plays a large role 
in the experiences and outcomes of African American students. Results from studies on 
the impact of racial identity development are at times contradictory. Racial identity 
development theories, applications, and findings are discussed in this section. 
Race and ethnic background as a construct is increasingly insufficient as a 
predictor of campus involvement due to changing demographics, attitudes, and 
backgrounds of incoming students (Helms, 2007). According to Helms (1990), racial 
identity is a type of collective identity based on the belief or perception that one shares a 
common racial background with a certain group (Phelps, Taylor, & Gerard, 2001). Dugan 
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et aI., (2010) added that racial categories are externally defined visible cues, but do not 
necessarily indicate how individuals construct their sense of self-concept as it relates to 
their race. This does not suggest that race is irrelevant or unimportant; rather it suggests 
that race should be combined with more complex measures of identity. This is 
particularly true because the research on racial identity theory and involvement shows 
positive relationships between racial identity attitudes, as defined by Cross (1991), and 
student involvement and engagement in college (Chavous, 2000; Mitchell & Dell, 1992; 
Parker & Flowers, 2006; Taylor & Howard-Hamilton, 1995). 
Mitchell and Dell (1992) stated at the time of their study that there was not much 
attention given to how racial identity correlated to student behavior or decision-making. 
The studies that have been conducted since then generally depict a significant 
relationship between African American racial identity attitudes and involvement in 
campus activities and organizations (Harper & Quaye, 2007; Mitchell & Dell, 1992; 
Sutton & Kimbrough, 2001; Taylor & Howard-Hamilton, 1995). Where the research is 
lacking is in an analysis by gender of the impact of racial identity attitudes and 
involvement. 
Racial Identity Models 
Cross' (1971, 1991) model of nigrescence is a widely cited racial identity theory 
within higher education, in particular as it relates to African American students. 
Nigrescence is literally the process of becoming Black, which makes the model a useful 
lens through which to examine African American identity development. The model 
originally proposed in 1971 has been revised and expanded. Worrell, Cross, and 
Vandiver (2001) provided a useful summary of the changes to the model since its 
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inception. The revised model includes four stages: (1) pre-encounter, (2) encounter, (3) 
immersion-emersion, and (4) internalization. The pre-encounter and internalization stages 
are the only stages with expanded levels from the earlier model. 
Worrell, Vandiver, Schaefer, Cross, and Fhagen-Smith (2006) provided additional 
commentary on the substantive changes to the stages over time. They stated that the most 
important change in the model is the change from a developmental stage-based theory to 
one that focuses on attitudinal factors and social identity. Scales to measure racial identity 
attitudes have been created and used in several studies. These scales demonstrate 
relationships between racial identity attitudes and certain college academic and social 
outcomes. For example, the Black Racial Identity Attitude Scale (RIAS-B) (Parham & 
Helms, 1985) has been widely used, followed by the more recent Cross Racial Identity 
Scale (CRIS) (Vandiver et aI., 2001). 
Worrell, Cross, and Vandiver (2001) and Vandiver, Fhagen-Smith, Cokley, Cross, 
and Worrell (2001) examined the CRIS to ensure the instrument had sound psychometric 
properties, and generalized well across various educational contexts (Worrell, Vandiver, 
Schafer, Cross, & Fhagen-Smith, 2006). Since this examination, others (e.g., Awad, 
2007) have used the CRIS to examine the relationship between racial identity attitudes 
and college outcomes. Though Cross' (1971, 1991) work is the most widely used, other 
models have emerged to describe the process of racial identity development for students 
within post-secondary education. 
Helms' (1990) model adapts and extends Cross' (1971) model in describing racial 
identity development in African Americans, Latinos, Asians, and Native Americans. 
According to Helms, regardless of race, students go through six different statuses that 
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reflect beliefs and behaviors that govern racial reactions (Pascarella & Terenzini, 2005). 
The six statuses of the model include (a) conformity, (b) dissonance, (c) immersion, (d) 
emersion, (e) internalization, and (0 integrated awareness. Helms' model is similar to 
the other models in this literature review, in that racial identity development is seen as a 
process of learning about oneself in relationship to others. Individuals ultimately become 
more conscious of oppression and its effects on self and others. 
Somewhat similar to Helms', Phinney's (1996) model describes ethnic identity as 
a complex construct. Consistent with CRE scales, ethnic identity includes a connection 
and sense of belonging to one's own ethnic group, positive evaluation of one's own 
groups, knowledge of the group, and involvement in activities and traditions of the group. 
Phinney presents a model that differs from other models of racial identity development, 
in that it is "intended as a guide to considering variation among young adults in their 
understanding of ethnicity, rather than as a theoretical explanation of the process" (p. 
146). The three-stage model includes unexamined ethnic identity; moratorium or 
exploration; and finally, achieved ethnic identity. At each stage the relationship between 
one's own group and other groups is impacted, either positively or negatively. In the first 
stage, depending on the individual, relationship to one's own group and other groups 
ranges from positive, to negative, to neutral. The second stage is characterized by high 
involvement in one's own group and increased anti-White behavior or anger. In the final 
stage, a secure sense of one's own group membership emerges, as well as a realistic 
appraisal of one's own group. Racial salience may be high or low at this stage. 
Relationships to others becomes either collaboratively integrated, or can become 
separated due to beliefs that one's own group is better off by itself. Using these models as 
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a lens, the impact of racial identity attitudes on African American students is explored 
further. 
Impact of Racial Identity Attitudes on African American Students 
Involvement. Mitchell and Dell (1992) examined the relationship of student 
racial identity attitudes and participation in campus organizations using the Racial 
Identity Attitude Scale (RIAS). The RIAS uses Cross' (1991) model to assess stages of 
nigrescence. The sample consisted of 55 female and 46 male Black undergraduates 
enrolled at a large PWI on the West coast. The racial composition of the university was 
64.2% White, 18.8% Asian, 10.5% Latino, 5.6% Black, 1.0% Native American, and 
9.3% unknown. Using multiple regression analyses, the authors found that the stages 
within the nigrescence model predicted participation in cultural and non-cultural campus 
organizations. Students in the earlier stages of racial identity development participated 
less in cultural organizations than did peers in the latter stages. Though this study is 
limited in its ability to generalize across campuses, it was useful in understanding how 
racial attitudes may impact involvement. 
In a similar study, Taylor and Howard-Hamilton (1995) used analysis of variance, 
Pearson correlations, and stepwise regression to study the relationship between rates of 
student involvement and racial identity attitudes among African American males 
specifically. The authors surveyed 117 African American male students across 10 large 
PWls in the Southeastern U.S. using the Racial Identity Attitudes Scale-B (RIAS-B) 
(Parham & Helms, 1985) and the Student Involvement Survey (SIS) (Erwin, 1991). The 
researchers hypothesized that students reporting higher levels of pre-encounter attitudes 
were less involved, whereas those reporting higher levels of internalization attitudes were 
37 
more involved. The research confirmed the hypotheses, and supported the role of 
involvement in contributing to higher stages of racial identity development. The SIS 
instrument used in the study lacked construct validity, and it is unclear if an adequate 
sample size was obtained that would allow generalizing the findings to other campuses. 
However, the findings demonstrate the strong relationship between racial identity and 
student involvement. 
Academic achievement. To fully understand the impact of racial identity 
development on African American students, it is necessary to review both out-of-class 
involvement and academic outcomes. Lockett and Harrell (2003) cautioned against over-
interpreting relationships between racial identity and academic achievement. Lockett and 
Harrell hypothesized that self-esteem plays an important role in mediating the 
relationship between racial identity and academic achievement. Their study examined 
128 African American students at a HBCU in the Mid-Atlantic region of the U.S. The 
sample consisted of a large number of students that grew up in predominately Black 
neighborhoods (68%) and attended predominately Black high schools (57%). The Racial 
Identity Attitude Scale (RJAS) was used to measure racial identity attitudes and the 
Rosenberg Self-Esteem Scale (RSE) (Rosenberg, 1989) was used as a measure of self-
esteem. Simple and multiple regression analyses were used to determine the unique 
variance in the dependent variable (GP A) predicted by racial identity attitude scores and 
global self-esteem scores. The researchers found that over half (52%) of the variance in 
GPA, related to racial identity, is predicted by individual self-esteem differences. The 
single-site, majority female sample limited the study, though it illuminates the important 
role of esteem in the achievement of academic outcomes for African American students. 
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Parker and Flowers (2003) also explored the influence of racial identity on 
African American students' academic achievement, as well as perceptions of campus 
connectedness at PWls. This study examined the unique effects of racial identity on the 
dependent variables academic achievement and campus connectedness. Gender, year in 
school, perceptions of campus connectedness, and OP A were used as controls. The study 
used the RIAS to measure racial identity attitudes, the Campus Connectedness Scale (Lee 
& Davis, 2000), and OPA to measure academic achievement. The sample consisted of 
118 African American students from a large PWI in the Southeastern U.S. 
Using correlation statistics, ordinary least squares regression, and hierarchical 
regression statistics the researchers found that racial identity attitudes did not have a 
significant effect on African American GPA, F (6, Ill) = .92,p < .01, after controlling 
for gender, year in school, and African American students' perception of campus 
environment. As mentioned earlier, differences across gender were not reported. Racial 
identity attitudes predicted campus connectedness in the expected theoretical direction 
(i.e., students reporting lower stages of racial identity were less connected than those 
reporting higher stages of racial identity). Pre-encounter attitudes of students did not 
affect campus perceptions, while immersion-emersion attitudes were negatively 
correlated with campus perceptions. Also, internalization attitudes were positively 
correlated with campus perceptions. The study demonstrated that racial identity does 
impact African American students' perception of their institution, but has no affect on 
GP A after controlling for African American perceptions of campus environments. A 
limitation to this study occurred in the sampling procedures. The study involved a small 
convenience sample and the participants were volunteers. 
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In a similar study, Awad (2007) sought to assess the roles of racial identity, 
academic self-concept, and self-esteem in the prediction of both grade point average and 
verbal standardized test scores. This study used the Cross Racial Identity Scale (CRIS), 
which demonstrated more sophisticated psychometric properties than the instrument used 
in the Parker and Flowers (2003) study. The sample consisted of 313 African American 
students at a HBCU in the Northcastern U.S. This study found that higher racial identity 
scores were positively correlated to higher academic self-concept and GRE verbal scores. 
Academic self-concept was positively correlated to GP A. These findings support Parker 
and Flowers' (2003) assertion that a third variable, in this case academic self-concept, 
mediates the relationship between racial identity attitudes and GP A. However, a 
limitation of the study was that the participants were from one institutional type. 
In general, the literature reported above provides a snapshot of how racial identity 
development impacts African American students in college, though it has its limitations 
as evidenced below. This dissertation seeks to find other cognitive developmental and 
psychosocial measures that impact African Americans in college. 
Critique of Racial Identity Theories 
Not all research supports the utility of psychosocial theories generally, or racial 
identity theories specifically, in helping students achieve certain outcomes. Cokley 
(1999) argues that psychosocial developmental theories proposed by Chickering (1969) 
and Erikson (1968) fall short of paying attention to racial and cultural identity 
development. Cokley also forwards that the theories do not highlight the value of identity 
to African Americans and other ethnic minorities. Cokley argues that racial identity 
models proposed by Cross (1971) and others face problems due to psychometric 
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limitations with the most commonly used instrument, the RIAS-B (Parham & Helms, 
1985). Cokley goes on to state that there is a distinction between racial awareness (how 
much a student values, is aware of, and appreciates his or her race) and racial ideology 
(how a student believes members of his or her race should act). He asserts that the 
prevailing theory tends to conceptualize racial identity as hierarchical levels of racial 
awareness. This conceptualization causes ideology to be confounded with the 
significance of being Black as judged by a person's self-definition (Sellars, Chavous, & 
Cooke, 1998 as cited in Cokley, 1999). 
The use of CRE as a variable could bridge the gap between racial awareness and 
racial ideology as defined by Cokley (1999). Racial identity theory has limitations, and 
there is vast within-group diversity that exists among African American students as well. 
Therefore, it is necessary to examine different variables as it relates to the effects of race 
on individual students. CRE measures esteem as it relates to racial group membership, 
and may provide more insight into the needs and behavior of African American students 
in post-secondary institutions. 
Collective Identity and Esteem 
Phelps, Taylor, and Gerard (2001) state that self-esteem is highly researched 
throughout the literature. Within higher education, students that exhibit low self-esteem 
tend to perform at lower levels than peers who have high self-esteem. Essentially, self-
esteem is directly linked to academic performance (Bonner & Bailey, 2006). Two areas 
of self-esteem research have emerged over the years: (a) group self-esteem, focusing on 
how one feels about being a member of a racial, ethnic, or other social group; and (b) 
personal self-esteem, focusing on personal evaluations and assessments of one's self, 
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including feelings of value, competence, and worth (Phelps, Taylor, & Gerard, 2001). 
This dissertation is concerned with the former, specifically racial group membership. 
Phinney (1996) says, "Ethnic identity ... appears to be a characteristic of individuals that 
can be reliably measured, that shows variation across both individuals and ethnic groups, 
and that is implicated in psychological well-being" (p. 148). 
John Ogbu (2004) asserted that collective identity and cultural frame of reference 
could more fully explain the variability in minority student performance. Though Ogbu's 
research was in the secondary education (K -12) sector, the author contributes important 
insights into the role of collective identity in the lives of African Americans. Ogbu 
presented a brief evolution of African American collective identity and discussed the 
burden of "acting White" in contemporary society. Ogbu had this to say about collective 
identity: 
Collective identity refers to people's sense of who they are, their "we feeling" or 
"belonging." People express their collective identity with emblems or cultural 
symbols which reflect their attitudes, beliefs, feelings, behaviors, and language or 
dialect." (p. 3) 
The treatment or mistreatment of African American's and other minorities happens 
despite individual differences, abilities, aptitudes, or attitudes held by individuals. 
African Americans cope with the burden of acting White with five strategies as defined 
by Ogbu (2004): (a) assimilation or emulation of Whites, (b) accommodation without 
assimilation, (c) ambivalence, (d) resistance or opposition, or (e) encapsulation. Though 
outside the scope of the current study, these strategies appear to be theoretically similar to 
stages of ethnic and racial identity development of African American students as 
developed by Cross (1991) and others (Helms, 1990; Phinney, 1996). 
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Collective Self-Esteem 
Collective self-esteem is a self-evaluation of one's social identity. Luhtanen and 
Crocker (1992) were among the first researchers in the review of literature for this study 
to create a scale to measure collective self-esteem. According to social identity theory 
(the term collective identity is used in the U.S.), a social group is simply a group of 
individuals who claim membership or see themselves as members of a similar social 
category. The researchers differentiate between personal identity (having to do with 
personal values, goals, etc.), social identity (having to do with interpersonal aspects of 
identity) and collective identity (having to do with self-concept relating to membership in 
a group or community). Individuals vary in how they evaluate their social groups 
positively. 
Luhtanen and Crocker (1992) noted that there were no instruments to measure 
collective identity, and as such, created an instrument to measure collective self-esteem 
(Collective Self-Esteem Scales, CSES). The CSES has four subscales: (a) membership, or 
how well one believes he or she fits in with their social group; (b) identity, or the 
centrality or salience of one's social group to their identity; (c) private, or one's personal 
assessment and beliefs of the value of their social group; and (d) public, or one's beliefs 
about how others value their social group. Researchers found that the CSES had strong 
construct validity and that it positively correlates, as expected, to personal self-esteem 
(Luhtanen & Crocker, 1992). The instrument was designed to measure global collective 
esteem for social groups ascribed to individuals, though the instrument maintains its 
psychometric properties when used for a specific social group (e.g., race or gender). 
Crocker, Luhtanen, Blaine, and Broadnax (1994) studied the psychological well-
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being of 238 White, Black, and Asian college students in a large Northeastern university 
in the U.S. They found that two of the scales of the general Collective Self-Esteem Scale 
(CSES) and the race-specific CSES were positively correlated to psychological well-
being across all subjects. Researchers used analysis of variance (ANOV A) to examine 
mean group differences and linear regression to examine relationships between variables. 
This study validated the efficacy of race-specific CSES and suggested interpreting the 
four scales separately as opposed to a total CSES score. Valuable between group 
differences are lost when the scores are summed together. The authors stated that further 
research on the role of collective identity on college academic and social outcomes is 
needed. 
Cokley (1999) was among the first to use the Multidimensional Inventory of 
Black Identity (MIBI) to examine the impact of college racial composition on African 
American students' racial identity at PWIs and HBCUs (Sellers, Rowley, Chavous, 
Shelton, & Smith, 1997). The MIBI is a 51-item survey that measures variables 
conceptually similar to the CSES instrument developed by Luhtanen and Crocker (1992). 
The MIBI contains three stable dimensions of racial centrality (comparable to the 
identity scale in CSES), racial ideology, and racial regard (comparable to the public and 
private scales in CSES). Cokley found that despite the type of institution students 
attended, racial centrality had a significant relationship with identity. This is relevant 
because one of the CRE scales measures racial centrality, and other variables used by 
Cokley (1999) also had relationships to CRE scales. Furthermore, Cokley found evidence 
to support findings in the literature that environment has an effect on the psychosocial 
development of African American college students. The following paragraphs explore the 
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effects of environment and campus climate on African Americans in post-secondary 
education. 
Campus Environment and Climate 
Campus climate and environment playa significant role in whether or not 
students of color will integrate into the campus setting, and thereby receive the full range 
of outcomes. The review of literature for this study found a plethora of articles related to 
the role of campus environment on student success. Students attending institutions that 
demonstrate a commitment to diversity tend to report a higher sense of belonging to the 
campus, which in tum affects student integration and persistence. 
Flowers (2004b) conducted an integrative review of factors that contribute to the 
retention of African American students in higher education. Using Tinto's (1987) theory 
of student persistence, the synthesis confirmed findings that student-faculty programs, 
peer-to-peer interactions, and a strong institutional commitment to diversity matters in 
retaining African American students. Flowers reiterated the importance of environments 
free of discrimination and prejudice as critical for African American student success. 
Research supports this notion that African American students who are comfortable in 
their ethnic identity are free to focus on issues beyond their race (Vandiver et aI., 200 I). 
Continuing this line of inquiry, research has found that campus environment and 
climate playa significant role in whether or not African American students successfully 
integrate into, and persist through, college. Perceptions of differential treatment within 
campus environments have emerged as one of the possible explanations for the difference 
in college retention rates between majority and minority students (Nora & Cabrera, 
1996). As such, research examining African American persistence and retention is 
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incomplete without an analysis of campus environment. Most frameworks analyzing or 
explaining persistence, via Tinto (1975), and involvement, via Astin (1993), have 
excluded environmental factors as central constructs in the persistence process (Museus, 
Nichols, & Lambert, 2008). 
Pike and Kuh (2006) defined campus environment as how much students believe 
institutions support, and are committed to, their success. This definition includes how 
positive the relationships are between different groups on campus. Prior research 
suggested that campuses free of environmental prejudice or discrimination foster gains in 
several cognitive, social, and academic outcomes (Astin, 1993; Cabrera, Nora, Terenzini, 
Pascarella, & Hagedorn, 1999; Flowers & Pascarella, 1999; Hagedorn, Siadat, Nora, & 
Pascarella, 1997). Pike and Kuh (2006) sought to enhance the understanding of the 
relationships between structural diversity and campus environment. Structural diversity 
represents how many students from diverse groups are in the population. The study 
examined this relationship as mediated by interactional diversity, which represents how 
much diverse groups interact with one another academically and socially. Using 
structural equation modeling, the researchers found that a diverse population (structural 
diversity) is associated with higher levels of interaction among diverse groups of students 
(interactional diversity). Increased diversity did not, however, increase positive 
perceptions of the campus environment. In sum, structural diversity is a prerequisite in 
contributing to positive diversity outcomes, but the nature and quality of student 
interactions must be strong to attain those outcomes. 
As it relates to structural diversity and campus climate, Hurtado, Milem, Clay ton-
Pedersen, and Allen (1998) provided a framework for understanding campus climate 
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using two domains: (1) external domains, subdivided into (a) government policy, 
programs, and initiatives; and (b) socio-historical forces on campus racial climate; and, 
(2) institutional/internalfactors including (a) an institution's historical legacy of 
inclusion or exclusion of various racial/ethnic groups; (b) its structural diversity in terms 
of numerical representation of various racial/ethnic groups; (c) the psychological climate 
of perceptions and attitudes between and among groups; and (d) the behavioral climate 
dimension, characterized by intergroup relations on campus. This study reinforced the 
Pike and Kuh (2006) study by asserting that students are less likely to report negative 
experiences with the campus climate when they feel valued and supported (Hurtado, 
Milcm, Clayton-Pedersen, & Allen, 1998). Furthermore, both structural diversity 
(quantity of diverse students and faculty) and institutional commitment (quality of 
interactions amongst diverse groups) are important. 
In addition, Flowers and Pascarella (1999b) examined the cognitive cffects of 
racial composition on African American students' after three years of college. Even after 
controlling for a number of confounding variables, attendance at an HBCU significantly 
enhanced the intellectual growth of African American students. In both the 1999a and 
1999b studies by Flowers and Pascarella, many of the findings were conditional, and the 
results were influenced by different background characteristics or different experiences in 
college. These within-group differences cannot be ignored, and the literature identifies 
differences in how certain institutional types acknowledge and support African American 
student differences better than others (Minor, 2008). 
Somewhat dissimilar, Nora and Cabrera (1996) contended that with few 
exceptions, there exists little evidence to support the predictive ability of students' 
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negative perceptions of the campus environment or climate. Thus, they sought to 
document the role negative perceptions of prejudice and discrimination play among 
minority and majority students. Using students at a major predominately White commuter 
institution in the Midwest, Nora and Cabrera found that minority students did perceive 
more discrimination on campus than did their White peers. These perceptions did not, 
however, have the overwhelming negative effect on persistence for minority students that 
it is presumed to exert. This is in large part due to the positive effects of family 
encouragement and interaction that negates the perceptions of prejudice and 
discrimination. Both minority and majority students perceived negative campus climates, 
though the minority students' perceptions were more negative. 
Suarez-Balcazar, Orellana-Damacela, Portillo, Rowan, and Andrews-Guillen 
(2003) advanced the work of Nora and Cabrera (1996) with their discussion of 
differential treatment of students of color in college. Suarez-Balcazar et al. (2003) 
randomly sampled 500 White students and 495 students of color enrolled at a private 
Midwestern urban university. The researchers were interested in the frequency with 
which students experienced campus-related situations of discrimination, the degree to 
which these situations were offensive, and the extent to which these situations were 
attributable to the students' race. Similar to other research findings, Suarez-Balcazar et al. 
found that African American students, on average, experienced more differential 
treatment than their Hispanic, Asian, and White classmates. This finding held constant in 
both in-class and out-of-class experiences. 
Along these lines, Flowers (2004) studied the relationships among student 
background, racial identity, and perceived ethnic fit (PEF) with the college environment 
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for African American students at a PWI in the Southeastern U.S. The sample consisted of 
146 African American undergraduate students, most of whom were women (n = 118). 
Multiple regression analyses were used to examine relationships between the variables 
listed above. Student background was not correlated to perceived ethnic fit, though 
student background was positively correlated to organizational involvement. Consistent 
with the literature on racial identity attitudes and African American student involvement 
in ethnic or cultural organizations, the study found that students participated in fewer 
cultural/ethnic organizations when they felt less fit due to their ethnicity. Of special note, 
the researcher used different measures of racial identity than other studies in this review. 
Some researchers suggest that homogenous environments negatively impact 
students' openness to diversity, which is contrary to many missions of public higher 
education institutions. Flowers and Pascarella (1999a) wanted to study the effects of an 
institution's racial composition on African American students' openness to diversity. 
They found little evidence that the homogenous environment of a HBCU had any 
negative effects on the growth of African American students' openness to racial, cultural, 
or value diversity. Similar to findings by Flowers (2004), the perceived racial 
environment was found to negatively affect African American students' openness to 
diversity, despite the type of institution attended. The following describes African 
American experiences at PWls and HBCUs. 
HBCUs and PWIs in Public Higher Education 
Researchers have examined differences in the cognitive and psychosocial 
development and outcomes of African American students based on type of institution 
(e.g., Carnegie type, size, selectivity, control, and affiliation) (Pascarella &Terenzini, 
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2005). A recent comprehensive study by Pike, Kuh, and Gonyea (2003) found no 
meaningful links between student learning gains and Carnegie classification of the 
institution. Pike and Kuh (2006) reported that although students at liberal arts colleges 
interact informally with diverse others more than at different institutional types, this is 
not a function of institutional control or size. Differences in outcomes for students 
attending HBCUs and PWIs are well researched (Allen, 1992; Cokley, 1999; Fleming, 
1984; Flowers & Pascarella, 1999; Outcalt & Skewes-Cox, 2002), though results of these 
studies have been mixed. 
Over the last several decades, researchers have paid considerable attention to two 
lines of investigation as it relates to African Americans attending HBCUs in comparison 
to those attending PWls. The first line of scholarship concerns the impact of attendance 
on academic, intellectual, and cognitive outcomes. The other line of research is 
concerned with the affective and psychosocial outcomes of attendance. Overall, the 
evidence suggests that African American students make intellectual/cognitive and 
psychosocial/affective gains at HBCUs that are equal to or greater than the gains made by 
their counterparts attending PWIs (Flowers & Pascarella, 1999). African American 
students at HBCU s also experience less overt racism and isolation, as well as more 
satisfaction with their educational experience than their PWI counterparts (Outcalt & 
Skewes-Cox, 2002). Finally, research has shown that African American students 
attending HBCUs are more comfortable and more successful in attaining their 
educational goals than peers at PWls. 
Allen (1992) conducted a quantitative study of the differences in the college 
experience between Black undergraduates who attend HBCUs and those who attend 
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PWls. Allen sought to understand how campus context and student background 
influences African American student success in college. In this study, Allen examined 
three dependent variables: (a) social involvement, (b) academic achievement, and (c) 
occupational aspirations, and found that Black students attending PWls reported lower 
academic achievement than their HBeU counterparts. Allen went on to report that Black 
students attending PWls reported lower college grades, higher grades in high school, and 
less favorable relations with their professors than their HBeu counterparts. 
As it relates to involvement for Black students attending PWIs, Allen (1992) also 
noted that Black students' involvement was most influenced by their White peers, and the 
belief that they made the right choice to attend their particular college. As mentioned 
earlier in this review, positive involvement with faculty and a sense of unity among Black 
students also led to more involvement for Black students. Allen's findings suggested the 
strong interaction between Black students' positive outcomes in college, and the setting 
and context in which the student operates. The importance of interpersonal relationships 
students created with each other was also highlighted. The researcher attributed Black 
student success at HBeU s to the psychological climate created within these institutions. 
He also reported that students were allowed to take intellectual risks and, most 
importantly, felt valued, comfortable, supported, and validated. This validation, in tum, 
created higher self-esteem, self-confidence, and a sense of empowerment over the 
student's education. 
Museus, Nichols, and Lambert (2008) sought to deepen the understanding of the 
effects of racial climates on students' persistence decisions. The researchers also sought 
to expand the findings to a national population, and discover the extent to which those 
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effects are applicable across racial minority sub-populations. As scholars have 
operationalized racial climate a number of ways, Museus et al. defined campus racial 
climate as attitudes and perceptions about the environment as it relates to race. Their 
findings supported earlier research that students from different racial groups perceive, 
experience, and react differently to campus racial climates (Cabrera et aI., 1999; Nora & 
Cabrera, 1996; Hurtado, Milem, Clayton-Pedersen, & Allen, 1999). This study also 
supported findings by Pascarella and Terenzini (2005) that campus racial climate has an 
indirect effect on persistence and is conditional based on race. African American students 
in this study were the least satisfied with their campus racial climate. The following 
examines factors within PWls and HBCU s separately that are related to African 
American student persistence and success. 
Predominately White institutions. The experiences of Black students at PWls 
are varied and diverse. Davis et al. (2004) expand on many of the themes that have 
emerged in quantitative analyses. They examined university life through the eyes of 11 
successful Black undergraduate students at a Southeastern PWI using qualitative analysis. 
Five themes emerged reflecting the experiences of these students and are summarized as 
follows: 
Unfairness, sabotage, and condescension are everyday occurrences in the white 
world in which I live at the university. In order to connect with students, faculty, 
administrators, and others on and around campus, I must be the one to initiate 
interaction, and I must also prove I am worthy as a student or friend. I am 
continually made aware of how different I am, especially when I am the only back 
student in a class. Life is full of opposites: I feel as if I am seen as the same as 
other blacks by many whites, yet I often feel different from other black students. 
Perhaps the most common experience I have is one of extremes: Either I am 
invisible or I am its opposite-I am super-visible. (p. 436) 
Several other studies have examined the experiences of African American students at 
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PWls. Since these institutions enroll over 85% of the African American students in the 
U.S. (Planty et aI., 2009), they are ripe for research on African American student success. 
Chavous (2000) further goes on to state that research on African American involvement 
at PWls begins with the assumption that the African American students do not fit in with 
the environment. Chavous goes on to state that though research indicates group 
differences, it does not provide details about individual characteristics within the groups 
and their interaction with the environment. This information could shed light on the 
educational experiences and outcomes of African American students. 
African Americans are largely under-represented in the mainstream campus life at 
PWls and have trouble integrating into the campus environment (Chavous, 2000; 
Pascarella & Terenzini, 1991, 2005; Sutton & Kimbrough, 2001). Sergent and Sedlacek 
(1990) reported that the low involvement of African Americans at PWls indicated these 
students' isolation from the community. Similarly, Sutton and Terrell (1997) reported 
that few African Americans were involved outside of the classroom, especially at PWls. 
Stereotype threat, a type of confirmation bias, and the lack of sufficient numbers of 
African American role models at PWls further exacerbates the negative experiences and 
absence of involved African American students (Cuyjet, 2006; Harper & Wolley, 2002; 
Rosch, 2007). 
Littleton (2001) conducted a qualitative study of 24 African American students at 
a small PWI located in the Southeastern U.S. Semi-structured interviews were used as the 
primary data-collection source. The primary factor attributing to the persistence of 
African American students at this institution was approachable and caring faculty. Six 
other themes emerged that reflected students' attitudes towards how the environment did 
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or did not support their persistence. These themes ranged from being the Black 
spokesperson; a lack of African American role models, vis-a-vis African American 
faculty; stereotypes; and being a minority within a minority. 
Littleton (2002) extended his study of African American persistence at small 
PWls through qualitative research at four institutions located in small or rural towns in 
the southern Appalachian region of the U.S. Participants were African American juniors 
or seniors in good standing with their institutions. Purposeful sampling was used to 
identity 24 students and five administrators for the study. Semi-structured, open-ended 
interviews were used to collect data. Again faculty interaction and involvement in student 
organizations were reported as important factors in determining persistence. Consistent 
with previous literature, athletics and African American social organizations were seen as 
important to persistence (Cuyjet, 2006; Harper, 2006; Museus, 2008; Taylor & Howard-
Hamilton, 1995). Participants noted that activities with little appeal to African American 
students diminished their experience. 
Historically Black colleges and universities. Pascarella and Terenzini (2005) 
stated that there is fairly extensive evidence to suggest that HBCUs provide a climate that 
supports African American academic and social adjustment better than PWls. Pascarella 
and Terenzini (1991) found that African American students at HBCUs self-reported 
greater gains in critical thinking and analytical skills than their African American 
counterparts at PWls. These findings support existing literature on HBCUs' ability to 
create a welcoming environment for African American students. Students who feel more 
welcomed on campus, or have a higher sense of belonging, tended to engage more with 
the college environment. According to several studies (e.g., Astin, 1984, 1993; Pascarella 
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& Terenzini, 1991,2005; Tinto, 1975, 1987, 1993), students who engage more persist at 
higher rates and are more successful in college. This is true despite Allen's (1992) 
findings that HBCU s enroll students who otherwise might not attend college due to 
personal, financial, social, or academic barriers. 
In a similar study examining HBCUs, Latiker (2006) focused on the positive and 
negative influences on persistence of African American students attending HBCU sand 
proposed a model of persistence at private Black colleges in the U.S. The site of the study 
is a small HBCU located in a Southern city in the U.S. Participants were recommended 
by faculty/administration and from student observations. Four students were selected for 
this study and were subjected to formal and informal interviews and observations. Six 
key factors emerged from this study: (a) physical appearance of the campus, (b) living 
conditions, (c) student/faculty relationships, (d) school influence/culture, (e) student 
involvement, and (f) the impracticality of transferring. Despite the small sample size 
used, the data provided useful insight into the role of private HBCU s in the persistence of 
African American students. 
In summary, the findings at both PWls and HBCUs demonstrate a need to identifY 
other factors related to African American students that will support their integration and 
success in higher education. The review of literature up until this point primarily applied 
to African American students generally. When disaggregated by gender, there are 
significant differences in the enrollment, involvement, persistence, and graduation rates 
of African American males and females. African American males lag behind on all of 
these factors. Despite this reality, there is a paucity of research specifically on African 
American male success in higher education. 
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African American Males 
Background 
Several authors have reported a lack of strategic and purposeful institutional 
outreach to African American men as a primary problem in higher education (Flowers, 
2004; Harper & Wolley, 2002). In African American Men in College, Bonner and Bailey 
(2006) identified five critical factors that promote a climate of success for African 
American men: (1) peer group influence, (2) family influence and support, (3) faculty 
relationships, (4) identity development and self-perception, and (5) institutional 
environment This dissertation examined four of these five critical factors: peer group 
influence, faculty relationships, identity development and self-perception, and 
institutional environment This segment of the dissertation will report findings as they 
relate to African American men and these factors. 
The lack of intentional outreach has been found to lessen the perceived 
institutional commitment of African American men, which according to some researchers 
(Tierney, 1999; Tinto, 1987), reduces persistence. African American male persistence 
and graduation rates at American four-year institutions of higher education are lower than 
female counterparts and other ethnic groups (Cuyjet, 2006). Cuyjet (1997) examined data 
from the College Student Experiences Questionnaire (CSEQ) and found that women 
engaged more in the campus socially (e.g., involvement with clubs and organizations) 
and in the classroom (e.g., taking detailed notes) than men. 
Similarly, Flowers (2004), using the same instrument as Cuyjet (1997), found that 
African American men consistently reported lower levels of involvement than women 
along several variables (e.g., looking in the newspaper for notices of events and 
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organizations, attending programs, events or meetings of organizations, or working on a 
committee). For those men that are involved, Harper (2006) contends that the most 
engaged students find their start in Black student unions, NAACP chapters, historically 
Black fraternities, and other minority student organizations. 
Involvement 
Harper (2005) and Harper and Quaye (2007) provided greater understanding to 
the African American male experience by examining high-achieving African American 
men who succeeded as opposed to those who dropped out. The authors examined the 
effects of active out-of-class engagement on the experiences of 32 high-achieving 
African American men at six PWls in the Midwestern region of the U.S. Similar to 
Museus (2008), a phenomenological design was employed and face-to-face interviews 
were used to collect data. Findings indicated that participants were heavily involved in 
African American or other cultural organizations (Harper & Quaye, 2007). Consistent 
with previous research (Guiffrida, 2003), the choice to be involved related to advancing 
the African American community and developing certain skills, such as cross-cultural 
communication. Care for the African American community motivated many of the 
participants to take leadership roles in both mainstream and ethnic/minority 
organizations. 
Furthermore, many of the high-achieving African American men in Harper (2005) 
reported that they chose to be involved because of the influence of older African 
American students on campus. Harper (2006) found that peer relationships between and 
among students helps to reinforce a sense of purpose and identity that leads to a more 
positive educational experience for African American men. Participants also discussed 
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the most significant types of involvement for them, which included completing an 
internship and holding campus leadership positions. Participants reported that they were 
happy to have an opportunity to select experiences that matched their personal interests, 
which they attributed to the large number of options presented at their institution. 
Heterogeneity of African American Males 
Despite the findings listed above, Harper and Nichols (2008) caution against 
oversimplifying the African American male experience. The authors found that great 
heterogeneity exists within the African American male undergraduate population. Harper 
and Nichols conducted research at three racially diverse private institutions, one small 
liberal arts college, a midsize religiously affiliated university, and a large research 
university. The researchers used focus groups to collect data from 39 African American 
male participants selected with the assistance of administrators in student affairs or 
African American support services at the three institutions. Findings are categorized by 
(a) origins and characterizations of within-group heterogeneity, (b) misconceptions about 
Black male peers because of diversity within the population, and (c) an ethos of 
competition and social reticence that existed between Black male subgroups. 
Harper and Nichols' (2008) research is significant because it reinforces the 
differences that exists within the African American male population. This necessarily 
affects the ways in which institutions engage and support African American male 
students. Given the nature of involvement and persistence, it is important to consider 
individual experiences, backgrounds, and affiliations when researching African American 
males. Six distinct subgroups of African American men emerged at the campuses under 
study: (a) student-athletes, (b) members of predominately Black Greek-letter 
58 
organizations, (c) socially disengaged men, (d) campus leaders and activists, (e) urban 
males, and (f) men from suburban and predominately White neighborhoods. This 
diversity oflisted male profiles (as well as others that were not listed) presents a useful 
lens by which to understand the behavior and motivations of African American 
undergraduate males. It is also important to note that these groups could overlap. This 
study reinforces the need for more descriptive and developmental understandings of 
students' behavior and motivations beyond race alone. 
Campus Environment and Climate 
As mentioned previously, the environment and climate of institutions have a 
significant impact on African American student success. The findings up until this point 
in the literature review reported a welcoming, supportive, and effective picture ofHBCUs 
for African American students. Kimbrough and Harper (2006) presented a less positive 
analysis of the current climate at these institutions, particularly as it relates to African 
American males. Using an inductive analytical approach, Kimbrough and Harper (2006) 
conducted semi-structured interviews that revealed five themes as it relates to the African 
American male experience at HBCUs: (1) predisposition to college, (2) academic 
achievement, (3) involvement and leadership development, (4) interpersonal 
relationships, and (5) perceptions of PWls. 
The findings revealed that the African American males attending HBCUs face 
academic and social challenges similar to African American males attending PWls. The 
African American male participants in this study did not echo some of the findings in the 
research as it relates to supportive faculty and staff at HBCUs. Though the familial 
atmosphere of the HBCU was discussed, the participants attributed this atmosphere to the 
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students, not the faculty and staff. These findings also reinforced the influence of the peer 
group in creating a welcoming and supportive climate conducive to student persistence. 
Since the studies of the 1980s and 1990s, HBCUs enrolled significantly fewer 
students than in the past (Minor, 2008). The National Center for Education Statistics 
(2009) reported that in 2007 HBCUs enrolled just 13% of the nation's African American 
students, compared to over 90% in 1950. In addition, challenges for HBCUs include 
some of the same challenges faced at PWIs. These challenges include significantly lower 
numbers of African American male students enrolling, persisting, and graduating, than 
their female counterparts. Degree completion from the associate's degree through the 
doctoral degree is lower for African American men than women at HBCUs (Planty et aI., 
2009). Minor (2008) calls for a more contemporary examination of the role ofHBCUs 
considering the current policy decisions, legal climate, and shifting enrollment trends. 
Summary of Chapter II 
As outlined in the previous chapter, the u.s. has a diverse array of post-secondary 
institutional types, and the students enrolled in the U.S. are equally diverse. Public 
institutions of higher education have a unique role in extending affordable, quality 
educational opportunities to the citizens of this country. Public four-year institutions also 
enroll more students than any other institutional type. Some have described higher 
education as a public good, one that serves a compelling state and national interest. 
Therefore, the enrollment, persistence, and successful graduation of students remain 
primary institutional priorities for public institutions across the country. Despite the 
urgency and importance of higher educational attainment espoused by administrators and 
decision-makers, large portions of the student population continue to fall incredibly short 
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of this goal. African American males in particular have abysmal enrollment and 
completion rates within higher education. 
Harper (2006) produced a report, Black Male Students at Public Flagship 
Universities in the u.s.: Status, Trends, and lmplicationsfor Policy and Practice, 
wherein he articulated many of the challenges that have continued to plague African 
American males in higher education. This report is particularly relevant to this 
dissertation as it analyzed African American male success at public four-year institutions 
across each state in the U.S. Some of the most startling statistics indicate that nationally, 
more than two-thirds (67.6%) of African American men who start college will not finish 
in six years; at the public flagship universities in 2004, Black men had a six-year 
graduation rate of 44.3%, which was lower than White men (61.4%) and Black women 
(53.2%); at these same institutions, Black males only represented 2.8% of the 
undergraduate enrollment, despite representing 7.9% of 18-24 year olds in the 
population; and in 2004, 30 of the 50 public flagship universities enrolled less than 500 
African American male undergraduates. 
Extensive research has explored why students persist or dropout of the post-
secondary educational system. Several scholars have offered models to describe and 
address the phenomena of student departure (Braxton, 2000; Guiffrida, 2006; Kuh & 
Love, 2000; Tierney, 1992; Tinto, 1987). Building on this work, Astin (1993) offered one 
of the first theories of student involvement, articulating the importance of student 
involvement in the persistence and integration process. Astin's college impact model 
asserts that students enter with certain inputs that interact with the college environment 
and produce a range of outcomes. African American students-males in particular-tend 
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to demonstrate certain patterns of involvement that lead to their success. Recurrent in the 
literature as positive influences on African American male student involvement is 
interaction with faculty, interaction with peers, and involvement in student organizations. 
Involvement, patterns of behavior, and motivations of African American male 
students in higher education is informed by the literature on racial identity development. 
Students exhibited different behaviors and attitudes at different stages of identity 
development, as defined by Cross (1971, 1991) and Helms (1990), among others. These 
behaviors and attitudes lead to certain social and academic outcomes that have been 
observed over the last several decades. Despite the abundance of research on racial 
identity development, critiques of the theory have emerged in the literature, and scholars 
have challenged the traditional notions of race, and its efficacy in college impact 
research. 
A potentially useful demographic variable to use in college impact research, 
above and beyond race, is Collective Racial Esteem (CRE). This variable represents a 
student's self-concept related to racial group membership (Dugan et aI., 2009), and is 
informed by social identity theory. Ogbu (2004) discusses collective esteem and its utility 
in describing why some students of color in the secondary school system persist at lower 
rates than their White counterparts. It appears that Ogbu's research lends some degree of 
credence to the utility of CRE within post-secondary research. Dugan et al. (2010) also 
found that CRE explained more of the variance in his study of socially responsible 
leadership than race alone. Luhtanen and Crocker (1992) developed an instrument that 
measures CRE, and this scale has been used most recently in a national study known as 
the Multi-Institutional Study of Leadership (MSL). 
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Student involvement, racial identity, and collective racial esteem exist within the 
context of campus environment. Therefore, any discussion of minority student success 
would be lacking without an examination of the college environment. Differential 
treatment within campus environments is increasingly being identified as possible 
explanations for the differences in minority and majority student success (Nora & 
Cabrera, 1996). Structural diversity, which represents the physical aspects of diversity on 
campus, and campus climate were both discussed in this chapter. Specific attention was 
paid to the experiences of African American students at PWls compared to HBCUs. 
Due to the paucity of research specifically related to African American male 
undergraduates, this population was used as a primary focus for this study. This 
dissertation will advance the literature on African American males through an exploration 
ofCRE and its impact on African American male undergraduates' involvement. 
Enhanced understanding ofCRE's influence on African American males could lead to 
increased involvement for these students. The increased involvement of these students 
could result in an array of positive outcomes, including improved integration, persistence, 
and graduation rates. 
Research Questions 
This study seeks to determine if there is a relationship between CRE scores and 
types of involvement for African American male undergraduates at public four-year 
institutions in the u.S. This study also seeks to identity the extent to which there may be 
differences in African American male undergraduate eRE scores and African American 
female undergraduate CRE scores, and to identity the extent to which there may be 
differences in African American male undergraduate CRE scores at PWls compared to 
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those attending HBCUs. Four specific questions are addressed through this study: 
1. Do CRE scores for African American undergraduate males significantly predict 
quantity of campus involvement? 
2. Do CRE scores of African American undergraduate male students significantly 
predict the following: 
(a) the decision to join an ethnic/minority organization; 
(b) degrce of interaction with faculty; 
(c) degrce of interaction with peers. 
3. Is there a statistically significant difference between African American male and 
African American female undergraduates' CRE scores? 
4. Is there a statistically significant difference between undergraduate African 





This dissertation will examine the influence of collective racial esteem (CRE) on 
the quantity and type of involvement for African American male undergraduate students 
in public four-year institutions of higher education in thc U.S. The site of analysis for the 
study was 48 public four-year institutions that participated in the 2009 Multi-Institutional 
Study of Leadership (MSL). The literature review analyzed in Chapter II supported the 
choice of dependent (criteria) variables, covariates, and independent (predictor) variables 
of interest. This chapter describes the methodology used to address the research questions 
listed in Chapter II. 
Theoretical Framework 
The framework for this study is undergirded by previous research in the areas of 
higher education and student affairs. Astin's (1993) College Impact Model (lnputs-
Environment-Outcomes) provided the variables under study as it relates to pre-college 
demographics, involvement in college, faculty, and peer interactions. Tinto's (1987) 
model of student departure, Tierney's (1999) model of cultural integrity, and Kuh and 
Love's (2000) cultural perspective of student departure are commonly used frameworks 
for exploring college student persistence. Each of these persistence frameworks 
hypothesizes linkages between the following variables: involvement in college, 
persistence, and interaction between the institutional environment and individual 
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students. Each of these frameworks also implicitly demonstrates the dynamic relationship 
between culture and identity, and how the two can change over time through interaction. 
Though all these frameworks are used to understand the factors contributing to 
student departure, Kuh and Love's (2000) model is particularly relevant to this study. 
This model accounts for student behavior that results from the interaction of culture as it 
relates to involvement and belonging. Kuh and Love's (2000) model is built on eight 
propositions that describe the intersection of cultural factors, environmental factors, and a 
students' decision to leave college. 
Tierney (1997) also discussed a model of education in post-secondary institutions 
where an individual's identity is "affirmed, honored and incorporated into the 
organization's culture" (p. 8). His model rests on five key points, and is similar to Kuh 
and Love's (2000) propositions. At the core of Tierney's view of student departure, is a 
concentration on individual identity and background as a means of improving academic 
success. Both Tierney (1997) and Kuh and Love (2000) provide useful frameworks by 
which to examine African American student persistence and departure. This is due to the 
importance of culture vis-a-vis race/ethnicity for African American students (Cokley, 
1999). Kuh and Love and Tierney's models are shown in their entirety in Table 1. 
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Table 1 
Kuh and Love (2000) Propositions vs. Tierney's (1997) Five Key Points 
Author / Framework Propositions / Key Points 
Kuh and Love (2000) - Cultural (1) The college experience, including a 
Perspective of Student Departure decision to leave college, is mediated through 
a student's cultural meaning-making system 
(2) one's cultures of origin mediate the 
importance attached to attending college and 
earning a college degree 
(3) knowledge of a student's cultures of origin 
and the cultures of immersion is needed to 
understand a student's ability to successfully 
negotiate the institution's cultural milieu 
(4) the probability of persistence is inversely 
related to the cultural distance between a 
student's culture(s) of origin and the cultures 
of immersion 
(5) students who traverse a long cultural 
distance must become acclimated to dominant 
cultures of immersion or join one or more 
enclaves 
(6) the amount of time a student spends in 
one's cultures of origin after matriculating is 
positively related to cultural stress and reduces 
thc chances they will persist 
(7) the likelihood a student will persist is 
related to the extensity and intensity of one's 
socio-cultural connections to the academic 
program and to affinity groups 
(8) students who belong to one or more 
enclaves in the cultures of immersion are more 
likely to persist, especially if group members 
value achievement and persistence. 
Tierney (1997) - Cultural Integrity (1) collaborative relations of power 
(2) connections across home, community, and 
schooling 
(3) local definitions of identity 
(4) excellence 
(5) academic support 
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Research Design 
This research follows a quantitative exploratory design using secondary archival 
data from the MSL. The survey was designed to measure the impact of various pre-
college and college environmental factors on student leadership development. The 
purpose of the MSL is threefold: (a) to explore higher education's role in developing 
student leadership with a focus on the college environment; (b) to explore leadership 
capacity across demographic differences and involvement levels; and (c) to enhance the 
understanding of leadership through new programs and services 
(http://www.1eadershipstudy.net).This predictive study examines the relationship 
between predictor variables representing eRE: membership, identity, private and public, 
and students' quantity and type of involvement and interactions in college. For purposes 
of this dissertation, "quantity" refers to the amount of time a student invests in being 
involved in general as reported by the student, not necessarily the number or types of 
activities in which the student participates. 
The study gathered data on African American undergraduate students attending 
48 public four-year institutions throughout the u.s. that completed the MSL in the Spring 
2009 semester. The MSL is comprised of over 400 items assessing various undergraduate 
student demographic, environment, and outcome variables. The MSL also contains 
several sub-studies, one of which is eRE, which represents students' self-concept related 
to racial group membership (Dugan et ai., 2009). The MSL predictor variables used in the 
study for RQ I and RQ 2 were Private eRE, Public eRE, Importance to Identity, and 
Membership eRE. For RQ3 and RQ4, the independent variables were gender and 
institutional type, respectively. The criterion variables for RQ 1 and RQ 2 were quantity 
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of involvement, involvement in identity based organizations, faculty interaction, and peer 
interaction. For RQ3 and RQ4, the dependent variables were the four sub-scales ofCRE. 
Participants 
Response rate for the entire 2009 MSL was 34%, representing 118,733 usable 
cases. Twenty-six percent of the cases were students of color, 65% were women, and 
35% were men. The sample referred to in this study (N = 1,316) consisted of African 
American undergraduate students attending public four-year institutions and who 
completed the CRE sub-study within the MSL in the Spring 2009 semester. Three 
hundred and ninety (29.6%) participants in the sample were male, and 926 (70.4%) were 
female. A recommended minimum acceptable sample size for regression analysis when 
testing each of the individual predictors is 104 + k, where k is the number of predictor 
variables (Green, 1991, as cited in Field, 2005). For this study, the number of predictor 
variables was four, therefore 104 + 4 = 108. The sample size of males and females taken 
together or separately exceeds this number. 
The MSL allowed respondents to choose multiple racial/ethnic groups, or choose 
not to answer. For purposes of this study, African Americans students are those that 
identified as "Black or African American" exclusively. Those respondents who chose 
multiple identities or that did not answer were not included in the analysis. Students who 
identified as "Transgender" or did not answer for their gender were not included in the 
analysis. International students were also excluded from the analysis. 
Ninety-one percent of the sample represented full-time students, and 78.1 % of the 
sample ranged between the ages of 18-24 years old. Seniors were the most represented in 
the sample with 433 respondents (32.9%). Eighty-three percent of the sample had a 
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cumulative GPA of2.5 or higher. Of the sample, 51.1 % attended institutions classified by 
Carnegie as Masters institutions, followed by 45.8% of the sample attending 
Doctoral/Research or Research (Very High) institutions. A majority (56%) of the 
students attended large institutions and 68% of the sample attended institutions located in 
cities. 
Data Collection 
The MSL was administered entirely via the internet. Participants received a series 
of emails asking them to participate in the study, and the emails were derived from 
customizable templates used by institutions. Incentives were used at various institutions 
to increase response rates. Each student received an invitation email and up to three 
reminder emails until the survey was completed. Students participating in the study were 
provided a randomly assigned identification number via a secure website. Using this 
randomly assigned ID number to allow students to take the survey protected 
confidentiality. Participants were first asked for consent to participate before the survey 
began (NCLP, 2009). 
The Principal Investigator (PI) of the MSL granted access to the national data. 
The data file was provided by the Center for Student Studies, LLC. The request for data 
was submitted electronically to the PI and contained the name and contact information of 
the proposer; program, university, and advisor for the study; a prospectus that contained 
the study purpose and specific research questions; sample requested; specific variables; 
and possible publication outlets for the study. Prior to access being granted, the proposer 
had to obtain IRB approval for the study and sign an agreement to abide by MSL and 
institutional IRB policies and procedures. 
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Instrument Used in Data Collection 
Data collected were part of the MSL, which was constructed to begin 
benchmarking and quantifying environmental factors in college that have an influence on 
student leadership development (Dugan, 2005). The MSL examines data at the individual 
and institutionalleve1, using a national sample of undergraduate students. Since 2006 the 
MSL has been administered at over 150 campuses across the u.S. and other international 
locations. For purposes of this study, data were only drawn from U.S. respondents 
because the construction and definition of race varies greatly in international contexts. 
The first iteration of the MSL was in 2006 and the second iteration was in the spring of 
2009. The National Clearinghouse for Leadership Programs (NCLP), housed at the 
University of Maryland, College Park, coordinated the national study in collaboration 
with the Center for Student Studies, LLC. The MSL is administered entirely online, and a 
version of the MSL is included in Appendix X: MSL 2009 Main Questionnaire. 
The MSL is adapted from the Socially Responsible Leadership Scale (SRLS) 
(Tyree, 1998). The 2006 questionnaire was updated for the 2009 version based on 
findings from the original study as well as feedback from participating institutions. The 
MSL has over 400 variables, scales, and composite measures. Sub-studies were included 
in the instrument, which were sets of questions randomly administered to 50% of the 
student sample at each institution (http://leadershipstudy.net). 
The Social Change Model (SCM) (HERI, 1996) is the theoretical framework for the 
MSL. The SCM has eight values within the model, and defines leadership as a values-
laden process that focuses on positive change as the ultimate outcome ofleadership 
(HERI, 1996). Astin's (1993) input-environment-outcomes (I-E-O) model is the 
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conceptual framework for the MSL instrument. This model is described in detail in 
chaptcr II. Participating MSL institutions were classified by Carnegie classification, 
control (private vs. public), size (large or small), affiliation (religious vs. secular), and 
setting (urban, rural, suburban) (http:·kadcrshipstudv.nct). A list of participating 
institutions can be found in Appendix X: 2009 Participating Schools Profiles. 
Instrument Design 
The MSL served as a tool to measure the influence of a student's experiences in 
college on their development of socially responsible leadership (Dugan, 2005). Using 
Astin's (l993) model, a student's leadership development can be measured through 
examining outcomes specific to institutional contexts, while also controlling for personal 
characteristics (Dugan, 2005). The MSL instrument was over 40-items and took 
approximately 20-25 minutes to complete, with built in skip-patterns to accommodate 
varying degrees of student involvement. Students that were more involved naturally took 
longer to complete the survey than those students who were not as involved. 
The instrument was divided into three parts to represent the three components in 
Astin's (1993) model. Inputs included demographic information, as well as student 
perceptions about leadership and his or her development prior to beginning college. 
Environmental factors included student's on- and off-campus involvement, including 
membership in student organizations, employment, and volunteer and community service 
work. Outcomes within this instrument included a scale to measure one's self-reported 
capacity to lead within the structure of the Social Change Model, and a series of sub-
study variables including leadership efficacy, spirituality, mentoring, and CRE (Rosch, 
2007). 
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Instrument Scales and Validity and Reliability 
As previously mentioned, the MSL included more than 400 variables, scales, and 
composite measures. The Socially Responsible Leadership Scale (SRLS) (Tyree, 1998) 
comprised the core of the MSL instrument and has undergone significant and extensive 
psychometric work. Content validity of the original SRLS was established via early pilot 
studies of the MSL instrument as well as with the 2006 iteration of the study. The scale 
demonstrated appropriate and consistent relationships amongst outcomes variables and 
other theoretically supported measures. All eight scales in the original version and 
subsequent iterations thereafter demonstrated consistent performance levels. 
The MSL instrument contained a 16-question sub-study that measured CRE. This 
variable is derived from social identity theory and represents a students ' self-concept 
related to racial group membership (Dugan et al. , 2009). Figure 3 shows a graphic 
depicting the origins of CRE and its connection to social identity theory. 
Social Identity Theory 
Collective Self-Esteem 
CRE 
Figure 2. Origins of collective racial esteem (eRE) 
Helms and Cook (1999) found that racial categories serve as sociopolitical 
constructions that denote unequal access to resources. This results in certain negative 
psychological consequences for individuals socialized into particular groups. Despite this 
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fact, college impact research continues to rely on these limiting dimensions of race, rather 
than the more complex psychological influences related to identity (Dugan, Komives, & 
Segar, 2008). CRE has four parts: Identity Salience (the degree of centrality of one's 
racial group membership to their self-concept); Private CRE (personal assessment of the 
value of one's racial group); Public CRE (personal beliefs regarding how others value 
one's racial group); and Membership CRE (personal beliefs about how well one functions 
as a member of their racial group) (Dugan et aI., 2009; Luhtanen & Crocker, 1992;). 
The Collective Self-Esteem Scale (CSES) (Luhtanen & Crocker, 1992) is the 
instrument from which the CRE scale within the MSL originated. In the Luhtanen and 
Crocker study, coefficient alphas for the race-specific version of the CSES were .75 for 
membership CRE, .72 for private CRE, .88 for public CRE, and .84 for identity scales. In 
the 2009 MSL, coefficient alphas were .71 for membership CRE, .82 for private CRE, .81 
for public CRE, and .82 for identity scales (NCLP, 2009). These results represent 
moderate to high reliability coefficients (Field, 2005). 
Predictor Variables 
The predictor variables explored in this study for RQ 1 and RQ 2 included the 
following continuous variables: membership CRE, private CRE, public CRE, and 
identity. Each was measured on a 7-point Likert scale ranging from 1 = Strongly 
Disagree to 7 = Strongly Agree. All variable information collected from the MSL was 
self-reported by participants on the survey. For RQ3, gender is used as the independent 
variable with two levels: male and female. For RQ4 the independent variable is type of 




The criterion variables for RQ I and RQ 2 were quantity of campus involvement, 
decision to join an ethnic/minority organization, interaction with faculty, and interaction 
with peers. CRE scores were used as continuous dependent variables for RQ3 and RQ4. 
Campus involvement is represented by the item "Have you ever been an involved 
member in college organizations, " and is measured on a 5-point Likert scale ranging 
from 1 = Never to 5 = Much of the time. Decision to join an ethnic/minority organization 
is a dichotomous variable measured by "yes" or "no" and recorded 1 or 0, respectively. 
Two dichotomously measured items on the MSL, measured by "yes" or "no" and 
recorded 1 or 0, respectively, represented interaction with faculty. The questions asked 
respondents if they have a mentor relationship with a faculty member and if they have 
ever participated in research with a faculty member. The peer interaction variable was 
operationalized using several variables in this study, and are outlined in Table 2. Astin's 
(1993) delineation of peer involvement served as a foundation for variable choice, and 
included mentoring other students, participating in intramural sports, being a member of a 
social fraternity or sorority, elected to a student office, and membership in student clubs 
or organizations, amongst other activities in college. These variables were all 
dichotomous, measured by "yes" or "no" and recorded 1 or 0, respectively. The 
dependent variables for RQ3 and RQ4 were the four sub-scales of CRE. 
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Table 2 
MSL Items Representing Peer Interaction Variable/or Research Question 2c 
MSL Item number MSL Item Description 
16a Academic/Departmental/Professional (ex. 
Pre-Law Society, an academic fraternity, 
Engineering Club) 
16b Arts/TheaterlMusic (ex. Theater group, 
March Band, Photography Club) 
16c Campus-Wide Programming (ex. program 
board, film series board, multicultural 
programming committee) 
16d Identity-Based (ex. Black Student Union, 
LGBT Allies, Korean Student Association 
16e International Interest (ex. German Club, 
Foreign Language Club) 
16f Honor Societies (ex. Omicron Delta Kappa 
rODK1, Mortar Board, Phi Beta Kappa) 
16g Media (ex. Campus Radio, Student 
NewsjJ_~er) 
16h Military (ex. ROTC, cadet corps) 
16i New Student Transitions (ex. admissions 
ambassador, orientation advisor) 
16j Resident Assistants 
16k Peer Helper (ex. academic tutors, peer 
health educators) 
161 Advocacy (ex. Students Against 
Sweatshops, Amnesty International) 
16m Political (ex. College Democrats, College 
Republicans, Libertarians) 
l6n Religious (ex. Fellowship of Christian 
Athletes, Hillel) 
160 Service (ex. Circle K, Habitat for 
Humanity) 
16p Multi-Cultural Fraternities and Sororities 
(ex. National Pan-Hellenic Council 
[NPHC] groups such as Alpha Phi Alpha 
Fraternity Inc., or Latino Greek Council 
groups such as Lambda Theta Alpha) 
16q Social Fraternities or Sororities (ex. 
Panhellenic or Interfraternity Council 
groups such as Sigma Phi Epsilon or Kappa 
Kappa Gamma) 
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l6r Sports-Intercollegiate or Varsity (ex. 
NCAA Hockey, Varsity Soccer) 
16s Sports-Club (ex. Club Volleyball, Club 
Hockey) 
l6t Sports-Intramural (ex. Intramural flag 
football) 
16u Recreational (ex. Climbing Club, Hiking 
Group) 
16v Social/Special Interest (ex. Gardening 
Club, Sign Language Club, Chess Club) 
16w Student Governance (ex. Student 
Government Association, Residence Hall 
Association, Interfraternity Council) 
Data Analysis 
This study used archival data collected by the Center for Student Studies, LLC on 
behalf of the MSL. For human subjects' protection, no individual student identifiers were 
included in the data. The data analysis for the present study includes both descriptive and 
inferential statistics. Predictive Analytics Software (PASW) 18.0 was the statistical 
package used for all procedures. A table at the end of this segment contains a summary 
of the research questions, statistical test used to investigate the questions, and the 
independent and dependent variables in the study. 
Since RQl is concerned with prediction, a regression model was used to 
determine the predictive ability of the predictor variables (private CRE, public CRE, 
membership CRE, and identity salience) to the outcome variable (quantity of campus 
involvement). When using simple ordinary least squares regression or multiple 
regression, the dependent variable must be continuous, and the predictors can be 
continuous or dichotomous. RQ2 is also concerned with prediction; however, in cases 
where the dependent variable is dichotomous and the predictor variables are continuous 
or dichotomous, logistic regression should be used. 
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In logistic regression, instead of predicting the value of Y from a predictor 
variable X or several predictor variables, we predict the probability of Yoccurring given 
known values of X or multiple Xs. The resulting equation expresses the linear equation in 
logarithmic terms. The value from the equation is a probability value that ranges from 0 
to 1. Values close to 0 means that Y is very unlikely to have occurred, and a value close to 
1 means that Y is very likely to have occurred. Unlike OLS regression, logistic regression 
does not assume normal distribution of the predictor variables. Logistic regression also 
does not assume an equal covariance matrix. Rather this form of regression assumes that 
"the binomial distribution describes the distribution of the errors that equal the actual Y 
minus the predicted Y. Logistic regression implies that the same probability is maintained 
across the range of predictor values." (Peng, Lee, & Ingersoll, 2002, pp. 9-10). This 
assumption is taken to be robust as long as the sample is random and observations are 
independent from each other. 
RQ3 and RQ4 are concerned with comparing mean CRE scores of two groups of 
students. Multivariate Analysis of Variance (MAN OVA) is used when there are multiple 
dependent variables and one or more independent variables. Gender and institution type 
were used as the independent variables in this study. Each have two levels, and the four 
scales ofCRE were used as the continuous dependent variables for this study. 
There were only two public four-year HBCUs that participated in the MSL. Other 
statistical methods (e.g., HLM) would have lacked sufficient power due to the small 
number ofHBCUs; therefore, this single institution-by-institution MANOVA analysis 
was chosen as the preferred method of analysis. The comparison institutions had similar 
demographic and institutional characteristics, including Carnegie classification, 
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geographic location, campus setting, tuition and financial aid data, and selectivity. 
Comparison variables were based on findings in Chapter II of this dissertation as it relates 
to institutional factors that influence student persistence and success. Comparison data 
were accessed via the integrated Postsecondary Education Data System (IPEDS) 
(http://nces.ed.gov/ipeds/) and the MSL classifications (http://www.leadershipstudy.net). 
This was done to reduce selection bias based on institutional characteristics. A summary 
of the institutional profiles used for comparison is listed in Table 3. 
Table 3 
Comparison of Institutional Characteristics 
Institutional Characteristics HBCU PWI 
African American Student Enrollment 6,260 3523 
Size Medium Large 
Control Public Public 
Carnegie Classification Research (Very High) Research (Very High) 
Selectivity Competitive Competitive 
Affiliation Secular Secular 
Setting/Geographic Region City / Southeastern U.S. City / Southeastern U.S. 
Below is a summary table of the research questions, statistical tests, and independent and 
dependent variables used in this study. 
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Table 4 
Summary of Statistical Tests Used in Study 
Research Statistical Tests Independent Dependent Variable(s) 
Questions Variable( s) 
1 Multiple Regression 1. Membership CRE Quantity of Campus 
2. Private CRE Involvement 
3. Public CRE (1 = Never, 5 = Much of 
4. Identity the time) 
(I = Strongly Disagree, 7 = 
Strongly Agree) 
2a Logistic Regression 1. Membership CRE Decision to Join an 
2. Private CRE Ethnic/Minority 
3. Public CRE Organization 
4. Identity 
(1 = Strongly Disagree, 7 = 
Strongly Agree) 
2b Logistic Regression 1. Membership CRE Faculty Interaction 
2. Private CRE (Yes, No) 
3. Public CRE 
4. Identity 
(1 = Strongly Disagree, 7 = 
Strongly Agree) 
2c Logistic Regression 1. Membership CRE Peer Interaction 
2. Private CRE (Yes, No) 
3. Public CRE 
4. Identity 
(I = Strongly Disagree, 7 = 
Strongly Agree) 
3 MANOVA Gender 1. Membership eRE 
(I = Male, 2 = Female) 2. Private CRE 
3. Public CRE 
4. Identity 
(1 = Strongly Disagree, 7 = 
Strongly Agree) 
4 MANOVA Institutional Type 1. Membership CRE 
2. Private CRE 
Predominately White 3. Public CRE 
Institution vs. 4. Identity 
Historically Black (1 = Strongly Disagree, 7 = 
College & University Strongly Agree) 
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Study Delimitations 
Delimitations placed on this research were that the populations for this study were 
drawn from a national dataset that included institutions that paid for participation in the 
MSL in the Spring 2009 semester. The participants were only undergraduate students 
attending public four-year institutions. Additional delimitations included using only one 
PWI and one HBCU to compare differences in CRE scores for African American 
students across institutional types. Participants who chose "Black or African American" 
and another race, were included in the analysis, but those who chose "Multiracial" were 
not, though they may identify as Black or African American. Participants who chose 
"Transgender" or did not identifY their gender, were not included in the analysis. Finally, 






This dissertation examines the influence of collective racial esteem (CRE) on the 
quantity and type of involvement of African American males in public four-year 
institutions of higher education in the U.S. The participants in this research study were 
African American undergraduate students attending 48 public four-year institutions 
throughout the U.S. that completed the Multi-Institutional Study of Leadership (MSL) in 
the Spring 2009 semester. This chapter explains the participants, data collection methods, 
and results of the study. The results are further discussed in Chapter V. 
Data Collection 
The data for this study were obtained through a secondary data source known as 
the MSL. This survey instrument was given to students across the U.S. whose institutions 
participated in the MSL during the Spring 2009 semester. The MSL is comprised of over 
400 items assessing various undergraduate student demographic, environmental, and 
outcome variables. The MSL also contains several sub-studies, one of which is CRE, 
which represents students' self-concept related to racial group membership (Dugan et aI., 
2009). The MSL was deemed useful because it is one of the few instruments found in the 
review of literature for this dissertation that measures CRE and hundreds of other 
demographic, student involvement, and outcome variables together. 
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The four sub-scales of CRE were included as predictor and dependent variables in 
this study. Institutional type (predominately White institutions vs. historically Black 
colleges and universities) and gender (male vs. female) were also used as independent 
variables in this study. The four sub-scales ofCRE are: (a) Membership CRE; (b) Private 
CRE; (c) Public CRE; and (d) Identity Salience. Higher scores for these sub-scales 
indicate a higher sense of collective racial esteem as it relates to the characteristic 
described in the sub-scale name. For example, a student that scored 7 for Public CRE has 
higher public collective racial esteem than a student who scored 4 on the same sub-scale. 
The following were dependent variables used in the study: (a) quantity of campus 
involvement; (b) decision to join an ethnic/minority organization; (c) faculty interaction; 
and (d) peer interaction. All of the dependent variables were obtained from within the 
MSL instrument. 
Data Analysis 
Data analyses were carried out using the Predictive Analytics Software 18.0 
(PASW). Three main statistical procedures were used in this study: multiple regression, 
hierarchical logistic regression, and multivariate analysis of variance (MANOVA). 
Multiple regression is a statistical technique that predicts a continuously measured 
dependent variable from one or more independent variables (Field, 2005). Logistic 
regression is a form of regression used when predicting a categorical dependent variable 
(e.g., a binary outcome such as whether something will happen or not) (Peng, Lee, & 
Ingersoll, 2002). MAN OVA is an inferential statistical technique used to determine if a 
statistically significant difference exists among the means of three or more groups when 
there are two or more dependent variables (Field, 2005). The level of significance (p 
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value) for all statistical tests was .05. 
This research study was guided by a total of four research questions discussed in 
Chapter 1. Research question two is composed of three sub-parts. The first two research 
questions treated the four sub-scales of CRE as the independent variables. The dependent 
variables for the first two research questions were: (a) quantity of campus involvement; 
(b) decision to join an ethnic/minority student organization; (c) faculty interaction; and 
(d) peer interaction. Research question one was examined using multiple regression. 
Research question two and its sub-parts were examined using logistic regression. 
Research questions three and four treated the four sub-scales of CRE as the dependent 
variables. The independent variables for research question three and four were gender 
and institutional type respectively. Both independent variables had two-levels. Research 
questions three and four were examined using a MANOY A. Table 3 in Chapter III 
presented the research questions, variables and statistical procedures used in the study. 
Results 
Setting 
The study was conducted using secondary data from 48 public four-year 
institutions of higher education in the U.S. The MSL collected data on over 118,000 
students across the U.S. The entire MSL collected data on over 118,000 students across 
the country. 
Sample 
The data for this study were collected from a sample of respondents of the MSL 
in the Spring 2009 semester. The sample referred to in this study (N = 1,316) consisted of 
African American undergraduate students attending public four-year institutions and who 
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completed the CRE sub-study within the MSL. Three hundred and ninety (29.6%) 
participants in the sample were male, and 926 (70.4%) were female. The study delimited 
to students who were non-international students, identified as Black or African American, 
and who identified as male or female. Students who did not answer for race/ethnicity or 
gender, or those who answered multiracial or transgendered, were excluded from this 
analysis. 
General characteristics of the sample. Descriptive statistics obtained from the 
MSL were calculated. Table 5 summarizes the results for student gender and class level. 
As depicted in the top of Table 5, the majority of the sample was female (n = 926). This 
is consistent with current research statistics that show females outnumber males in post-
secondary education (Planty et aI., 2009). Also the bottom of the table indicates that 
seniors were the class level most represented in the sample (n = 433). 
Table 5 
Frequency Distributionsfor Gender and Class Level 
Factor Name Level N Valid Percent 
Gender Male 390 29.6 
Female 926 70.4 
Class Level Freshman/First-year 235 17.9 
Sophomore 312 23.7 
Junior 336 25.5 
Senior (4th year and 433 32.9 
beyond) 
Total 1316 100 
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Table 6 depicts institutional characteristics of the sample of African American 
males and females. Institutional characteristics include size, Carnegie classification, and 
setting. As show in the table, a majority of the students attended large institutions (n = 
746), just over 40% of the sample attended Research (Very High) institutions (n = 531), 
and a majority of the institutions attended institutions located in a city (n = 899). 
Table 6 
Frequency Distribution of Institutional Characteristics (Size, Carnegie, and Setting) 
Factor Name Level N Valid Percent 
Size Small 14 1.1 
Medium 556 42.2 
Large 746 56.7 
Carnegie Baccalaureate 40 3.0 
Masters 673 51.1 
Doctoral/Research 72 5.5 
Research (Very 531 40.3 
High) 
Setting Rural 46 3.5 
Town 155 11.8 
Suburb 216 16.4 
City 899 68.3 
Total 1316 100 
African American male student characteristics. A major focus of this research 
is the involvement of African American male students specifically. Therefore, additional 
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descriptive statistics were analyzed for these students, shown in Table 7 below. The total 
number of African American males (n) in the sample was 390. Most all of the students 
were full-time (n = 362) and "traditional-aged" being between 18 - 24 years old (n = 
314). Most of the males were non-first generation students (n = 271) and consistent with 
the sample of all males and females, seniors were the largest class level represented (n = 
135). 
Table 7 
Frequency Distribution of African American Males (Enrollment. Class Level. Age. and 
First Generation Identifier) 
Factor Name Level N Cumulative Percent 
Enrollment Status Full-time 362 92.8 
Part-time 28 7.2 
Class Level Freshman/First-year 74 19 
Sophomore 95 24.4 
Junior 86 22.1 
Senior (4th year and 135 34.6 
beyond 
Age 18 -24 314 80.7 
25 -30 30 7.7 
> 30 orN/A 46 11.6 
First Generation First Generation 112 29.2 
Identifier 
Non-First 271 69.5 
Generation 
N/A 7 1.8 
Total 390 100 
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Research Question 1 
Do eRE scores for African American undergraduate males significantly predict 
quantity of campus involvement? 
To address research question one, a multiple regression analysis was conducted 
with the four sub-scales of eRE as the four independent variables. Each was measured on 
a 7-point Likert scale ranging from 1 = Strongly Disagree to 7 = Strongly Agree. The 
dependent variable was quantity of campus involvement, and is represented by the item: 
"Since starting college, how often have you been involved in college organizations?" 
This item was measured on a 5-point Likert scale, 1 = Never to 5 = Much of the time. 
Means and standard deviations are shown in Table 8. 
Table 8 
Research Question I: Means and Standard Deviation for Quantity oflnvolvement 
and eRE scales for African-American males (n =390) 
Variable 
Since starting college, 
how often have you: 
Been an involved 



















African American males reported higher mean scores on Private eRE than on any 
other scale (M = 5.87), while Public eRE represented the lowest mean scores (M = 4.08). 
Private eRE represents one's personal assessment and beliefs of the value of their social 
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group, and Public CRE represents ones beliefs about how others value their social group 
(Dugan et aI., 2009). Mean scores for the dependent variable was 3.04. For the multiple 
regression analysis, all four sub-scale variables of CRE were entered simultaneously into 
the equation. As shown in Table 9, one sub-scale (Membership CRE, t = 2.396,p < .05) 
was a statistically significant predictor of quantity of campus involvement. Membership 
CRE was positively correlated to quantity of campus involvement. The higher a 
participant scored on Membership CRE, the higher that participant rated his or her 
quantity of involvement. R2 for this model was .040, which means that 4% of the variance 
in quantity of involvement was accounted for by Membership CRE. This represents a 
small effect size. 
Table 9 
Research Question 1: Multiple Regression Results for Prediction of Quantity of 





Identity Salience CRE 
Membership CRE 
p < .05* 
Unstandardized Coefficients 
B Std. Error 




















relationship between the four sub-scales of CRE and quantity of campus involvement for 
African American males. A statistically significant positive relationship was found 
between Membership CRE and quantity of campus involvement, which indicates a 
positive predictive relationship between these two variables. 
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Research Question 2 
Do eRE scores of African American undergraduate male students significantly 
predict the following: (a) the decision to join an ethnic/minority organization; (b) degree 
of interaction with faculty; and (c) degree of interaction with peers. 
A hierarchical logistic regression was performed to address research question two, 
which has three sub-parts. Each sub-part of the research question will be designated with 
a letter (i.e., a, b, c) to differentiate the parts. Logistic regression was used because the 
dependent variable was dichotomous. The four sub-scales of eRE were entered in the 
equation simultaneously in one block as the independent variables. Simultaneous entry 
was chosen because other stepwise techniques are often influenced by random variation, 
and thus, rarely give results that are replicable even within the same sample. Furthermore, 
there is no theoretically sound reason to choose whieh sub-scale of eRE should be 
entered in a particular order, therefore they should be entered simultaneously. 
2a. Decision to join an ethnic/minority organization was the dependent variable 
for research question 2a, coded as 1 = Yes and 0 = No. Statistical significance was based 
on an alpha level of .05. The dependent variable categories demonstrated that 250 
students were not a member of an ethnic or minority group (coded 0), and 140 were 
(coded 1). The results of the logistic regression are depicted in Table 10. The B 
coefficients specify the amount of change expected in the log odds when there is one unit 
change in the predictor, while holding constant the remaining predictors. 
Statistical tests for ~ were determined by the Wald chi-square. The p values 
signify whether or not a predictor was statistically significant, while controlling for the 
remaining predictors. The column of values for Exp(B) represent the odds ratios. The 
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odds ratios indicate change in odds of joining an ethnic or minority organization based on 
the changes in the sub-scales of CRE. 
Table 10 
Research Question 2a: Logistic Regression Resultsfor Prediction of Decision to Join an 
Ethnic/Minority Organization by eRE scales{or African-American males 
Variable B s.E. Wald p Exp(B) 
Private CRE -.011 .152 .006 .940 .989 
Public CRE -.003 .091 .001 .970 .997 
Identity .275 .098 7.846 .005** 1.317 
Salience 
Membership .269 .158 2.902 .088 1.308 
CRE 
Constant -3.261 .715 20.798 .000 .038 
*p < .05 **p < .01 
As show in Table 10, Identity Salience (p < .05) was found to have a statistically 
significant relationship in predicting decision to join an ethnic/minority organization. 
This finding indicated that students with high Identity Salience as it relates to racial group 
membership were over 1.3 times more likely to join a ethnic/minority organization than 
students with low Identity Salience. It should be noted that a significance test for the 
entire logistic regression equation revealed that the full equation was statistically 
significant, X2 (4 dj) = 24.561,p = .000. 
In summary, a hierarchical logistic regression was conducted because the 
predictor variables were continuous and the dependent variable was dichotomous in this 
analysis. The variables were entered simultaneously in one block, and Identity Salience 
was found to have a statistically significant predictive relationship with decision to join 
an ethnic/minority organization. The proportion of variance in the dependent variable 
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accounted for by the predictor variables was estimated between .06 (Cox and Snell R 
squared) and .08 (Nagelkerke R squared). 
2b. Faculty interaction was the dependent variable for research question 2b, coded 
as 1 = Yes and 0 = No. Two items on the MSL were used to determine faculty interaction. 
The first asked if the student had ever had a faculty member as a mentor, and the other 
asked if the student had ever conducted research with a faculty member. Both will be 
reported below in Table 11 and Table 12 respectively. Statistical significance was based 
on an alpha level of .05. The dependent variable categories demonstrated that 153 
students did not have a faculty mentor (coded 0), and 237 did (coded 1). The results of 
the logistic regression are depicted in Table 11. The residual chi-square statistic, labeled 
overall statistics indicates whether or not the coefficients for the variables not in the 
model are statistically significant from zero. A p value greater than .05 means that adding 
the variables into the equation will not significantly affect its predictive power. 
Therefore, the four sub-scales ofCRE wcrc not significant predictors ofwhcthcr or not a 
student has a faculty mentor. 
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Table 11 
Research Question 2b: Logistic Regression Resultsfor Prediction of Faculty Interaction 
(Faculty Mentor) by eRE scales for African-American males 
Variable Score df Sig. 
Private eRE .230 .631 
Public eRE .017 .896 
Identity .118 .731 
Salience 
eRE 
Membership .263 .608 
eRE 
Overall .340 4 .987 
Statistics 
For research with a faculty member, the dependent variable categories 
demonstrated that 327 students did not conduct research with a faculty member (coded 
0), and 6ldid (coded 1). The results of the logistic regression are depicted in Table 12. 
The residual chi-square statistic, labeled overall statistics indicates whether or not the 
coefficients for the variables not in the model are statistically significant from zero. A p 
value greater than .05 means that adding the variables into the equation will not 
significantly affect its predictive power. Therefore, the four sub-scales of eRE were not 




Research Question 2b: Logistic Regression Resultsfor Prediction of Faculty Interaction 
(Research with a Faculty Member) by eRE scalesfor African-American males 
Variable Score Df Sig . 
Private CRE . 103 .748 
Public CRE .736 .391 
Identity .330 .566 
Salience 
Membership .558 .455 
CRE 
Overall 2.628 4 .622 
Statistics 
In summary, a hierarchical logistic regression was conducted because the 
predictor variables were continuous and the dependent variable was dichotomous in this 
analysis. The variables were entered simultaneously in one block for both measures of 
faculty interaction. No statistically significant predictive relationship was found between 
student CRE scores and faculty interaction as measured by faculty mentoring or research 
with a faculty member. It should be noted that a significance test for the entire logistic 
regression equations revealed that both equations were not statistically significant, X2 (4 
dj) = .340,p = .987 and X2 (4 dj) = 2.698,p = .610. 
2e. Peer interaction was the dependent variable for research question 2c. A new 
variable was created using the 23 items found in Chapter III, Table 2. The new variable 
was named InterSumBinary and was an index that represented peer interaction for this 
study. Ifa student participated one or more of the 23 items that measured peer interaction 
(e.g., participation in intramural athletics), they were coded as 1 = Yes, and if they did not 
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they were coded 0 = No. The new variable had an acceptable Cronbach alpha reliability 
coefficient of a = .79. Statistical significance for the regression was an alpha level of .05. 
The dependent variable categories demonstrated that 52 students were not involved in 
any of the organizations/activities (coded 0), and 338 were (coded 1). The results of the 
logistic regression are depicted in Table 13. 
The residual chi-square statistic, labeled overall statistics indicates whether or not 
the coefficients for the variables not in the model are statistically significant from zero. A 
p value greater than .05 means that adding the variables into the equation will not 
significantly affect its predictive power. Therefore, the four sub-scales of CRE were not 
significant predictors of whether or not a student interacted with his peers. A significance 
test for the entire logistic regression equation revealed that the full equation was not 
statistically significant, X2 (4 4f) = 3.209,p = .523. 
Table 13 
Research Question 2c: Logistic Regression Resultsfor Peer Interactionfor African 
American Males 
Variable Score Df Sig. 
Private CRE 2.171 .141 
Public CRE .796 .372 
Identity .740 .390 
Salience 
Membership 2.593 .107 
CRE 
Overall 3.246 4 .517 
Statistics 
Due to the strong influence of peer interaction reported in the review of the 
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literature for this dissertation, the researcher decided to probe this variable in greater 
depth. Consequently, another logistic regression analysis was conducted for African 
American females. The dependent variable categories demonstrated that 213 students 
were not involved in any of the organizations/activities (coded 0), and 713 were (coded 
1). The results of the logistic regression are depicted in Table 14. 
The ~ coefficients specify the amount of change expected in the log odds when 
there is one unit change in the predictor, while holding constant the remaining predictors. 
Statistical tests for ~ were determined by the Wald chi-square. The p values signify 
whether or not a predictor was statistically significant, while controlling for the 
remaining predictors. The column of values for Exp(B) represents the odds ratios. The 
odds ratios indicate change in odds of interacting with peers based on the changes in the 
sub-scales of CRE. 
Table 14 
Research Question 2c: Logistic Regression Resultsfor Peer Interaction: African 
American Females 
Variable ~ S.E. Wald P Exp(B) 
Private CRE -.441 .117 14.204 .000** .643 
Public CRE .026 .066 .159 .690 1.027 
Identity .030 .069 .185 .667 1.030 
Salience 
Membership .525 .115 20.789 .000** 1.690 
CRE 
Constant .650 .547 1.414 .234 1.916 
*p < .05 **p < .01 
As shown in Table 14, Private CRE (p < .05) was found to have a statistically 
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significant negative relationship in predicting peer interaction among African American 
females. This finding indicated that students with a high sense of Private CRE were less 
likely to interact with their peers. Membership CRE (p < .05) was found to have a 
statistically significant positive relationship in predicting peer interaction among African 
American females. Students with a high sense of Membership CRE were over 1.6 times 
more likely to interact with her peers than students with low Membership CRE. It should 
be noted that a significance test for the entire logistic regression equation revealed that 
the full equation was statistically significant, X2 (4 df) = 24.642, p = .000. 
In summary, a hierarchical logistic regression was conducted because the 
predictor variables were continuous and the dependent variable was dichotomous in this 
analysis. The variables were entered simultaneously in one block, first for African 
American males and then for African American females. No statistically significant 
predictive relationship was found between CRE and peer interaction for males. For 
females, Private CRE was found to have a statistically significant negative predictive 
relationship with peer interaction, and Membership CRE was found to have a statistically 
significant positive predictive relationship with peer interaction. The proportion of 
variance in the dependent variable accounted for by the predictor variables was estimated 
between .026 (Cox and Snell R squared) and .04 (Nagelkerke R squared). 
Research Question 3 
Is there a statistically significant difference between African American male and 
African American female undergraduates' CRE scores? 
To address research question three, a MANOVA was conducted to compare the 
means among the independent variable gender, with two levels (male and female), on the 
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dependent variables, represented by the four sub-scales of eRE: Private eRE, Public 
eRE, Identity Salience, and Membership eRE. A MANOV A was used because the 
analysis contained multiple dependent variables. Table 15 describes the CRE means and 
standard deviations for the sample. 
Table 15 
Research Question 3: Means and Standard Deviationsfor Private eRE, Public eRE, 
Identity Salience, and Membership eRE by Gender 
Dependent Variable Gender Mean Std. Deviation N 
Private eRE Male 5.87 1.14 390 
Female 6.11 1.01 926 
Total 6.04 1.05 1316 
Public eRE Male 4.08 1.22 390 
Female 3.97 1.23 926 
Total 4.00 1.23 1316 
Identity Salience Male 4.46 1.28 390 
Female 4.68 1.30 926 
Total 4.61 1.30 1316 
Membership eRE Male 5.56 1.15 390 
Female 5.81 1.00 926 
Total 5.74 1.05 1316 
Female students had a higher mean score for Private CRE (M = 6.11), Identity 
Salience (M = 4.68), and Membership eRE (M = 5.81). The Hotelling's Trace for the 
MANOV A was converted to F( 4, 1311) = 5.799, P = .000, indicating a significant 
multivariate effect. Follow-up ANOVAs were conducted for each of the dependent 
variables and found that Private eRE, Identity Salience, and Membership eRE were 
statistically significant. The between-subjects effects and partial eta-squared for each 
dependent variable are shown in Table 16. Effect sizes were very small-to-small for each 
of the significant dependent variables (.006 - .012) 
Table 16 
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Between-Subjects Effects of eRE and Gender 
Dependent Variable Sig. 
Private CRE .000** 
Public CRE .137 
Identity Salience .005** 
Membership CRE .000** 






Due to the strong association between socio-economic status (SES) and minority 
student persistence found in the review of literature for this study (Cabrera, Stampen, & 
Hansen, 1990; Crawford, 2007; Tinto, 2007), a multivariate analysis of covariance 
(MANCOVA) was conducted for both research question three and four. MANCOVA is 
used to control for the effects of one or more independent variables. For this study, 
student self-reported SES was used as the covariate, and was measured using the student 
estimate of parental income. For research question three, 1006 of 1316 students (76%) 
provided parental income. 
The MANCOV A indicated almost identical results to the MANOV A. 
Multivariate effects were statistically significant, with the Hotelling's Trace statistic 
converted to F( 4, 1000) = 3.19, P = .000, indicating a significant multivariate effect. 
Follow-up ANCOVAs were significant for Private CRE (F (1,1003) = 7.94, P < .01), 
Identity Salience CRE (F (I, 1003) = 5.82, P < .05), and Membership CRE (F (I, 1003) = 
9.72, p < .01). As with the ANOVA results, female students had significantly higher 
mean scores than males for Private CRE, Identity Salience CRE, and Membership CRE. 
In addition, effect sizes for the MANCOVA were also very small-to-small. These 
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findings indicated that SES was not a factor in explaining the differences between the 
genders. 
In summary, a MANOVA as well as follow-up ANOVAs were conducted to 
compare means of males and females on the four sub-scales of CRE. Statistical 
significance was found for Private CRE, Identity Salience, and Membership CRE. 
African American female undergraduates, on average, had higher Private CRE, Identity 
Salience, and Membership CRE than their African American male counterparts. The 
mean scores were statistically significant at the .05 alpha level, and at the Bonferroni 
adjusted alpha level of .0125. Though males reported having higher Public CRE than 
their female counterparts, this finding was not statistically significant. A MANCOV A 
was conducted using SES as a covariate. Findings were consistent with the MANOV A 
results. 
Research Question 4 
Is there a statistically significant difference between undergraduate African 
American students' CRE scores at a PWI compared to a HBCU? 
To address research question four, a MANOVA was conducted to compare the 
means among the independent variable institutional type, with two levels (predominately 
White institution and Historically Black College and University), on the dependent 
variables, represented by the four sub-scales of CRE: Private CRE, Public CRE, Identity 
Salience, and Membership CRE. A description of institutional characteristics can be 
found in Chapter Ill, Table 3. A MANOVA was used because the analysis contained 
multiple dependent variables. Table 17 describes the CRE means and standard deviations 
for the sample. 
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Table 17 
Research Question 4: Means and Standard Deviations for Private eRE, Public eRE, 
Identity Salience, and Membership eRE by Institutional Type 
Dependent Variable Gender Mean Std. Deviation N 
Private eRE PWI 5.91 l.03 92 
HBeU 6.35 .95 76 
Total 6.11 1.02 168 
Public eRE PWI 3.93 1.07 92 
HBeu 4.33 l.17 76 
Total 4.11 l.13 168 
Identity Salience PWI 4.67 1.22 92 
HBeU 4.86 1.30 76 
Total 4.76 l.26 168 
Membership eRE PWI 5.74 1.05 92 
HBeu 5.98 .95 76 
Total 5.85 1.01 168 
Note. PWI = predominately White institution, HBeu = historically Black 
college/university . 
HBeu students had a higher mean score for each of the four eRE sub-scales. The 
HoteHing's Trace for the MANOV A converted to F( 4, 163) = 3.492, P = .009, indicating 
a significant multivariate effect. Follow-up ANOVAs were conducted for each of the 
dependent variables and found that Private eRE and Public eRE were statistically 
significant. The between-subjects effects and partial eta-squared for each dependent are 
shown in Table 18. Effect sizes were small to moderate for each of the significant 
dependent variables (partial eta square statistics ranged between .005 - .047) 
Table 18 
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Between-Subjects Effects of eRE and Institutional Type 
Dependent Variable Sig. Partial Eta-Squared 
Private CRE .005** .047 
Public CRE .020* .032 
Identity Salience .344 .005 
Membership CRE .126 .014 
*p < .05 **p < .01 
As in research question three, due to the strong association between socio-
economic status (SES) and minority student persistence found in the review of literature 
for this study, a MANCOVA was conducted using student self-reported SES as a 
covariate. For research question four 123 of 168 students (73%), provided parental 
mcome. 
The MANCOVA and subsequent follow-up of ANCOVA were similar to the 
MANOVA results. Usingp = .06, multivariate effects were statistically significant, with 
the Hotclling's Trace statistic converted to F(4, 117) = 2.41, p = .053. Follow-up 
ANCOV As were significant for Private CRE (F (1, 120) = 4.88, P < .03), and Public 
CRE (F (1, 120) = 4.18, P < .05). As with the ANOV A results, HBCU students had 
significantly higher mean scores than PWI students for Private CRE and Public CRE. In 
addition, effect sizes were also small to moderate. These findings indicated that SES was 
not a factor in explaining the differences between the two universities that were 
compared. 
In summary, a MANOV A as well as follow-up ANOV As were conducted to 
compare means of students attending PWls and HBCUs on the four sub-scales ofCRE. 
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Statistical significance was found for Private CRE and Public CRE. African American 
students attending HBCUs, on average, had higher Private CRE and Public CRE than 
their African American counterparts attending PWls. The mean scores were statistically 
significant at the .05 alpha level. Although those attending HBCUs had higher Identity 
Salience and Membership CRE than their PWI counterparts, follow-up analysis showcd 
that this finding was not statistically significant. A MANCOV A was conducted using 
SES as a covariate. Findings were consistent with the MANOV A results. 
Summary of Chapter IV 
The main purpose of this chapter was to outline the results for this study in the 
form of descriptive and inferential statistics and to answer the four research questions. In 
this study, data were gathered using the Multi-Institutional Study of Leadership (MSL) 
survey instrument administered in the Spring 2009 semester. A total of 48 public, four-
year institutions were included in this study. Within those 48 institutions, only non-
intcrnational, African American males and females were included for analysis. As for the 
sample, approximately 70% of the sample was female and 30% was male. Most of the 
sample members were classified as seniors (4th year and beyond), and most were 
traditional-aged students (18 - 24 year olds). 
Each research question examined in this study related to a students collective 
racial esteem (CRE), defined as a student's sense of self-concept as it relates to his or her 
racial group membership. The purpose of research question one was to determine which 
CRE sub-scales predicted quantity of campus involvement for African American males. 
The objective of research question two was to determine which CRE sub-scales predicted 
a students' decision to join an ethnic/minority organization, faculty intcraction, and peer 
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interaction. The purpose of research question three was to examine mean differences in 
CRE scores between African American males and females. The fourth and final research 
question analyzed the mean differences between CRE scores for African American 
students attending PWIs versus those attending HBCU s. 
The first two research questions treated the four sub-scales of CRE as independent 
variables, predicting a range of dependent variables. Multiple regression was conducted 
for research question one, and Membership CRE was a statistically significant predictor 
of quantity of campus involvement. Using hierarchical logistic regression, research 
question two examined the predictive relationships among Private CRE, Public CRE, 
Identity Salience, and Membership CRE on the dependent variables decision to join an 
ethnic/minority organization, faculty interaction, and peer interaction. The logistic 
regression analyses showed that Identity Salience (p < .05) was a significant predictor of 
a student's decision to join an ethnic/minority organization. The analyses also showed 
that for African American females, Private CRE and Membership CRE arc both 
significant predictors of peer interaction. None of the four sub-scales were significant 
predictors of faculty interaction or peer interaction for African American males. 
Research questions three and four used MANOV A and MANCOV A analyses, as 
well as follow-up ANOV As to examine mean differences in CRE scores for gender and 
institutional type. The MANOV A/MANCOV A analysis for research question three 
showed that women had significantly higher scores on Private CRE, Identity Salience, 
and Membership CRE. For research question four, the MANOVA/MANCOVA analyses 
showed that students attending HBCUs had statistically higher scores on both Private 
CRE and Public CRE. Table 19 provides an overview of the research questions, and what 
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significant relationships were found. This concludes Chapter IV. Next, Chapter V 
provides further discussion on the findings and results of this research as well as 
limitations and implications of this study. 
105 
Table 19 
Summary of Research Questions and Key Results Foundfor the Overall Study 
Research Question Summary of Key Results 
1. Do CRE scores for African American Yes, one found: Membership CRE had a 
undergraduate males significantly predict statistically significant positive relationship 
quantity of campus involvement? in predicting the dependent variable. 
2a. Do CRE scores of African American Yes, one found: Identity Salience had a 
undergraduate male students significantly statistically significant positive relationship 
predict a students' decision to join an in predicting the dependent variable. 
ethnic/minority organization? 
2b. Do CRE scores of African American 
undergraduate male students significantly None Found 
predict degree of interaction with faculty? 
2c. Do CRE scores of African American None Found for African American Males. 
undergraduate male students significantly Yes, two statistically significant 
predict degree of interaction with peers? relationships were found for African 
American Females: Private CRE had a 
negative relationship and Membership 
CRE had a positive relationship in 
predicting the dependent variable. 
3. Is there a statistically significant Yes, significant MANOV A and three 
difference between African American male follow-up ANOV As found: African 
and African American female American females had significantly higher 
undergraduates' CRE scores? scores than their male counterparts on 
Private CRE, Identity Salience, and 
Membership CRE. Results were the same 
when SES (estimate of parental income) 
was controlled. 
4. Is there a statistically significant Yes, significant MANOV A and two 
difference between undergraduate African follow-up ANOV As found: African 
American students' CRE scores at a PWI American students attending HBCU shad 
compared to a HBCU? significantly higher scores than their PWI 
counterparts on Private CRE and Public 
CRE. Results were the same when SES 




DISCUSSION, IMPLICATIONS, AND LIMITATIONS 
Introduction 
This dissertation examined the influence of Collective Racial Esteem (CRE) on 
the quantity and type of involvement for African American male undergraduates in public 
four-year institutions of higher education in the U.S. This chapter discusses the results of 
the study collected through quantitative analyses of the Multi-Institutional Study of 
Leadership (MSL). Four research questions guided this study, which were presented in 
Chapter I and illustrated in Table 4 and 19. This chapter is structured to discuss 
conclusions based on the study's findings presented in Chapter IV. A discussion of the 
study's research questions, findings, limitations, and implications for future research 
concerning the use of the MSL and CRE variables are also discussed in this chapter. 
Implications will be discussed at the state level, institutional level, and individual 
scholar/practitioner level. 
Overview of Study 
The persistence and graduation of African American males at four-year 
institutions of higher education has increased in past decades, but still remains 
consistently and significantly lower than that of their non-African American male 
counterparts (Planty et aI., 2009). African American male retention rates are also lower 
than their female counterparts of the same ethnic background. These data continue to be a 
reality, despite the extensive literature on African American students in college. 
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Integration and involvement has been found to positively correlate to persistence 
and graduation (Astin, 1993; Pascarella & Terenzini, 1991,2005; Tinto, 1987). 
Involvement in college may include faculty interaction, peer interaction, and involvement 
in student organizations, and has been linked to gains in several cognitive and 
psychosocial outcomes (Astin, 1993; Pascarella & Terenzini, 1991, 2005). These 
developmental gains are consistent across gender and racial/ethnic groups. Specifically 
for African Amcrican students, existing research has also found that involvement is 
correlated with increased persistence and gradation (Harper, 2006b). 
This sample examined in this study attended 48 public four-year institutions 
within the U.S. These students all completed the MSL during the Spring 2009 semester. 
Of special interest to this study were African American males. In the review of literature 
for this study, African American males were found to be involved in the campus 
environment at lower rates than their female counterparts (Cuyjet, 1997). Having the 
lowest persistence, graduation, and involvement rates, there is much yet to be understood 
about the African American male experience in colleges and universities. 
As seen in Tables 4 and 19, research questions one and two used hierarchical 
logistic regression analyses to test whether a statistically significant relationship existed 
between the predictor variables (Membership CRE, Private CRE, Public CRE, and 
Identity Salience) and the dependent variable, quantity of campus involvement, decision 
to join an ethnic/minority organization, faculty interaction, and peer interaction. 
Statistically significant relationships were found for Membership CRE, Identity Salience, 
and Private CRE on the dependent variables. 
In research questions three and four MAN OVA and MANCOVA analyses were 
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used to examine differences between males and females, and students attending 
historically Black colleges and universities (HBCU s) and students attending 
predominately White institutions (PWIs) with respect to the four sub-scales of CRE. 
Female students had higher means scores on all but one of the dependent variables 
(Public CRE), while students attending HBCUs had higher means scores on all of the 
dependent variables. Statistically significant differences were found in research question 
three on Membership CRE, Private CRE, and Identity Salience scores. Research question 
four yielded statistically significant differences on Private CRE and Public CRE scores. 
Discussion of Study Findings 
This study provided a snapshot of undergraduate African American students 
attending public four-year institutions in the U.S. in the Spring 2009 semester. 
Historically, African American males have been found to persist, graduate, and get 
involved in the campus environment at lower rates than their female and other ethnic 
group peers (Cuyjet, 1997,2006; Flowers, 2004a; Guiffrida, 2003; Sutton & Kimbrough, 
2001). In this study, African American males had lower mean scores than their female 
counterparts on all but one of the CRE sub-scales. All of these differences were found to 
be statistically significant. 
Sample Findings 
The sample in this study was similar to a few other studies conducted using the 
MSL data in 2006 and 2009 (Dugan, Brown, Chavez, Mendoza, & Rodriguez, 2010; 
Dugan et aI., 2009; Dugan, Komives, & Segar, 2008; Rosch, 2007). Similar to these 
studies, all of the participants were undergraduates, attending medium to large public 
institutions, and most of the sample was traditionally aged (i.e., 18 - 24). The relatively 
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small number of males in the study (n = 390) was similar to other quantitative studies 
examining African American men (Cuyjet, 1997; Strayhorn & Terrell, 2007; Sutton & 
Kimbrough, 2001). The sample was also consistent with similar samples found in 
previous studies (Flowers, 2004a; Museus, 2008; Taylor & Howard-Hamilton, 1995) in 
which female students were the largest gender enrolled at the institution under study. As 
it relates to female students, this study's sample and findings reflect the current (Planty et 
aI., 2009) and future (Hussar & Bailey, 2009) projections of African American females 
outnumbering African American males enrolled in public four-year institutions. 
Involvement and Collective Racial Esteem 
In analyzing involvement and CRE for the 390 undergraduate African American 
males who took the MSL in Spring 2009, Membership CRE significantly predicted 
quantity of campus involvement. This finding means that, for African American male 
students in the sample, the more a student "fits in" as an African American, the more 
likely he is to be an involved member in college organizations. This finding is important, 
because not all African American students feel comfortable being African American. 
Similar to findings by Harper and Nichols (2008), great heterogeneity exists within the 
African American male undergraduate population, which includes students who do not 
necessarily embrace their racial group membership. 
The average score for quantity of involvement for African American males in the 
sample on a scale of I (Never) to 5 (Much of the time) was '3.' This means that half of 
the students in the sample were involved in campus organizations frequently, while half 
were not. This finding supports the literature (Flowers, 2004a) that suggests African 
American men are not as involved as their female counterparts. Due to lower numbers of 
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African American males on college campuses than African American females or other 
ethnic groups, when half of the population is not involved at a high level it is noticed. 
The absence of those male students can be obvious, particularly amongst peers and 
administrators who work with these students on a daily basis. 
A statistically significant relationship was found between African American male 
Identity Salience and the decision to join an ethnic/minority organization. This implies 
that for this sample the more central, or salient, a students' race is to his identity, the 
more likely he is to join an ethnic/minority organization. This supports Sutton and 
Kimbrough's (200 I) finding that multicultural organizations remain the primary venue 
for involvement among African American students. This finding also implies that not all 
African American males will seek membership in an ethnic/minority student organization 
just because they are African American. Rather the decision to join is dependent on the 
centrality of one's racial identity. Mitchell and Dell (1992), Museus (2008), and Taylor 
and Howard-Hamilton (1995) all report the significance of identity-based or cultural 
organizations as important venues for positive identity development and involvcmcnt for 
African American students. 
Faculty and Peer Interaction 
Findings of this study found no significant prcdictivc rclationship bctwccn 
African American male students' eRE and faculty interaction. These results indicate that 
as it rclatcs to this samplc, a students' sense of self-concept as it relates to his racial group 
membership does not predict whether or not he will bc mcntored by, or conduct research 
with, a faculty member. These findings are dissimilar from Strayhorn and Terrell (2007) 
and Guiffrida (2005), who rcportcd thc positivc cffccts of faculty mcntoring for African 
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American students, and specifically highlighted the positive effects of same-race 
mentoring relationships. 
This disconnect between the findings and the literature for this sample is unclear, 
as several studies overwhelmingly report the positive effects of faculty interaction on 
persistence, satisfaction, and graduation (Astin, 1993; Himelhoch, Nichols, & Ball, 1997; 
Kuh & Hu, 200 I; Littleton, 2002; Santos & Reigadas; Tinto, 2007). Perhaps the small 
number of African American males who conducted research with a faculty member (n = 
61) was insufficient to detect significance. Another possibility for the lack of significance 
is the definition of the construct "mentor" in the survey instrument. Finally, Guiffrida 
(2005) reported, that at PWTs, several African American students reported that White 
faculty were not seen as realistic role models or mentors. Due to the large number of 
PWls used in the sample, there may not be a large number of African American faculty 
that can serve as mentors. Therefore, collective racial esteem as a construct had no 
significant bearing on faculty interaction for this sample. 
When examining the 23 items representing peer interaction, see Table 2, only 
13 % of African American males reported no involvement in any of the activities. Similar 
to findings by Cuyjet (2006) and Harper (2006a), African American males were heavily 
involved in intramural athletics. Despite 87% of the sample reporting being involved with 
one or more of the activities, none of the four sub-scales of CRE were significant 
predictors of peer interaction. Due to the strong influence of peer interaction reported in 
the review of the literature (e.g., Astin, 1984, 1993; Pascarella & Terenzini, 1991,2005; 
Tinto, 1975), another logistic regression analysis was conducted for African American 
females. Seventy-seven percent of the African American females sampled participated in 
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at least one activity listed in Table 2. 
Two statistically significant relationships were found for African American 
females. The higher a student scored on Private CRE the less likely a student was to 
interact with her peers as measured by involvement in one or more of the activities listed 
in Table 2. The higher a student scored on Membership CRE, the more likely a student 
was to be involved in one ore more of the activities listed. These findings indicate that 
African American females who have a higher personal assessment of being African 
American will have less interaction with her peers via these activities. Those females who 
feel that they fit in with other African Americans are predicted to be involved with their 
pcers. Again, as in research question one, Membership CRE positively predicted 
involvement in some way for African American students. 
This finding related to Membership CRE is similar to Flowers (2004b) and 
Vandiver et al. (2001) who suggested that African American studcnts who are 
comfortable in their ethnic identity are free to focus on issues beyond their race. These 
"issues" can very well include interaction with peers and faculty and involvement in 
clubs and organizations. The finding related to Private CRE did not seem to follow 
findings in previous studies found in the review of literature. Private CRE is highly 
correlated to personal self-esteem (Luhtanen & Crocker, 1992); and as such, should 
theoretically be positively related to college outcomes in the same way that personal self-
esteem is positively correlated. 
Following this reasoning, students who score higher on Private CRE are expected 
to do better academically, and also be more engaged outside of the classroom. However, 
dissimilar to findings by Parkers and Flowers (2003) and Awad (2007), this was not the 
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case. A possible explanation for this is that these authors were examining the effects of 
racial identity development on certain outcomes, and eRE is similar but distinctly 
different from racial identity development. As reported below, African American 
females score significantly higher than African American males on both Private eRE and 
Membership eRE. The higher scores could be a possible reason for significant findings 
for African American females. 
Gender Differences 
African American females had significantly higher means scores than African 
American males on Private CRE, Membership eRE, and Identity Salience. This implies 
that females in this sample had a higher personal assessment of their race, felt that they fit 
in more with their race, and considered their race more central to their identity than their 
male counterparts. As African American female students tend to persist, graduate, and get 
involved at higher rates than their African American male counterparts, it can be assumed 
that eRE plays some role in the differences between the genders. Further analysis is 
needed to verify this assumption, and is discussed later in this chapter. 
A larger sample of African American males in comparison to African American 
females may be more adequate in understanding the differences in mean scores. The 
small number of African American males in this sample illustrates the low number of 
African American males that attend public four-year universities (Davis, 1994; Harper, 
2006a). Clearly, more research is needed to further investigate this finding, particularly in 
light of African American female college students outpacing African American males in 
many sectors of the workforce and education (Planty et aI., 2009). Due to the strong 
association between socio-economic status (SES) and minority student persistence, a 
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follow-up analysis was conducted to examine the effect of SES on these findings. SES 
was not a factor in explaining the differences between the genders. 
Institutional Effects and Differences 
African American males in the sample reported a higher mean score on Private 
CRE than any other sub-scale. This indicates that the males in this study have a high 
personal assessment of the value of being African American. Conversely, the males in 
this study reported the lowest mean scores on Public CRE, indicating that these students 
held lower beliefs about how others value their racial group. This is not to say that the 
students' Public CRE was low, per se, however, it was lower in comparison to the other 
sub-scales. 
Important to note is that 46 of the 48 institutions in this study were PWIs. This 
finding, therefore, is somewhat similar to Allen's (1992) findings that students attending 
HBCUs felt more valued, comfortable, supported, and validated than their counterparts 
attending PWIs. This may explain why Public CRE was the lowest mean score of all 
measures of CRE. African Americans attending PWIs in other national studies (Museus, 
Nichols, & Lambert, 2008) reported being least satisfied with their campus racial climate 
in comparison to other racial/ethnic groups. 
African American students attending the HBCU in this sample reported higher 
mean scores than African American students attending the PWI. Statistically significant 
differences were found with respect to Private CRE and Public CRE. In other words, 
African American students attending HBCUs held higher personal beliefs about their 
racial group and felt that others valued their racial group more than their PWI 
counterparts. This is not to say that students at the PWI did not feel valued, rather, that 
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those attending the HBCU reported that they felt move valued. This finding is similar to 
findings by several researchers (e.g., Allen, 1992; Flowers & Pascarella, 1999b; Latiker, 
2006; Minor, 2008; Outcalt & Skewes-Cox, 2002) that report on the positive affective 
and psychosocial outcomes of African American students attending HBCU s. This finding 
is also consistent with Kimbrough and Harper (2006) who discussed the familiar 
atmosphere felt by students attending HBCUs. 
As in research question three, a follow-up analysis was conducted to examine the 
effect of SES on these findings. Students that attend HBCUs tend to come from lower 
income households (Minor, 2008); therefore SES could potentially impact the results. 
However, dissimilar to Nora, Barlow, and Crisp (2006), SES was not a factor in 
explaining the differences between students attending an HBCU and a PWI. 
Implications for Research 
The importance of involvement in the college environment is well researched, as 
is the link between involvement and persistence through college. In light of this fact, 
public four-year institutions of higher education can and must do a better job of engaging 
and retaining students to graduation, particularly those who have been historically under-
represented in higher education (Crawford, 2010). Future research must continue to 
explore reasons why some students persist and graduate, while others consistently lag 
behind. Implications are discussed in this section and pertain to state-level, institutional, 
and practice recommendations for future research focusing on student involvement for 
African American students in public four-year colleges and universities. 
Recommendations for State-Level Practice 
This study contained variables pertinent to all institutional types, and across the 
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U.S. State policy-makers, despite the geographic region, tend to exert a large amount of 
control over the resources and priorities of public four-year institutions. Within the state 
of Kentucky, for instance, major educational reform was passed to improve the secondary 
and post-secondary education system (Crawford, 2007; Kentucky Council on 
Postsecondary Education, 2001 b). These reforms included creating a more seamless 
transition between P-12 schools and higher education institutions. 
As Ogbu (2004) asserted, collective identity and cultural frame of reference could 
more fully explain the variability in minority student performance in K-12 schools. 
Improving the racial esteem of African American students prior to entering post-
secondary institutions could have a positive impact on the student's experience entering 
college. In particular, helping African American students increase how well they fit in 
with their racial group (Membership CRE), and increasing how they and others value 
their racial group (Private CRE and Public CRE), could increase the involvement of those 
students who attend public four-year institutions. TRIO programs or other college bridge 
programs are possible examples of initiatives designed to do what is suggested above. 
Helms and Cook (1999) found that racial categories serve as sociopolitical 
constructions that denote unequal access to resources. Dugan et aI., (2010) asserts that 
racial categories are externally defined visible cues, but do not necessarily indicate how 
individuals construct their sense of self-concept as it relates to their race. In a time of 
changing race codes and definitions (U.S. Census, 2010), state decision makers should 
encourage campuses to find more creative and developmentally appropriate ways of 
engaging students of color, and assessing the impact of programs and services for these 
students. CRE can be a useful tool for institutions to do just that. 
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Finally, state-level decision makers and policies can compel campuses to develop 
and support academic programs, identity based groups, centers, and institutes that allow 
African American and other students to enhance their eRE; particularly as discrimination 
continues to be a reality for many African Americans (Banks, 2010). State-level 
educators and elected leadership should also strongly consider the employment patterns 
within public institutions. Though CRE did not predict faculty interaction in this study, 
faculty interaction still remains a strong predictor of African American success in 
college. African American faculty are needed to serve as adequate role models for 
African American students (Guiffrida, 2005). These approaches are what Tierney (1999) 
calls for in his cultural integrity approach to student persistence. Institutions should 
modify the campus environment in a way that affirms and validates the various sub-
cultures within them. 
Recommendations for Institutional Practice 
The implications for institutional practice are many. Public four-year institutions 
should consider using CRE as a tool to assess and better discern the needs and differences 
of student sub-populations on campus. Oftentimes institutions view sub-populations as 
monolithic groups, all having the same needs, goals, assumptions, and values. As it 
relates to African American males, Harper and Nichols (2008) discuss the many 
differences between these same-race males, and cautions against oversimplifying their 
experience. eRE can be assessed within particular initiatives for African American 
males, and other groups, or during orientation when students are taking other assessment 
and evaluation instruments. 
Institutions can support the success of African American students by creating a 
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menu of organizational options in which students can participate. Though ethnic or 
minority organizations are oftentimes the primary venue for involvement for African 
American students (Sutton & Kimbrough, 2001), not all African American students 
necessarily gravitate to such organizations. The findings of this study suggest that 
students for whom being African American is central to their identity willlikcly join one 
of these organizations. Other students may be interested in other organizations depending 
on their past experience or particular stage of racial identity (Cross, 1991; Taylor & 
Howard-Hamilton, 1995). Therefore it is important to market all opportunities equally 
and uniformly across the institution. 
Institutions can better engage their African American students through fostering a 
healthy sense of racial esteem within its student population. The research states that 
higher levels of collective racial esteem, like higher personal self-esteem, is positively 
correlated to psychological well being across various racial and ethnic groups (Crocker, 
Luhtanen, Blaine, & Broadnax, 1994). Institutions should develop and adequately fund 
resources on campus to enhance the CRE of its students. For instance, since the 1960' s 
Black culture centers and other culturally based support centers are one way that 
campuses provide a supportive climate for African American and other studcnts of color 
(Patton, 2006). Faculty and staff will need to be continuously trained and re-trained on 
how to engage diverse student populations as the landscape of higher education 
enrollment continues to change. 
Recommendations for Student Involvement Practice and Research 
In regards to future practice and research related to involvement and collective 
racial esteem, Crocker, Luhtanen, Blaine, and Broadnax (1994) recommended that further 
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research on the role of collective identity on college academic and social outcomes is 
needed. It is hypothesized that CRE can be modified by environmental interventions and 
factors within the institution. As detailed in Astin's (1993) I-E-O college impact model, 
the environment can interact with certain student inputs to yield a range of positive 
student outcomes. 
A consistent finding in the literature review for this study was that males, 
particularly African American males, were less involved or engaged on college campuses 
than their female counterparts (Cuyjet, 1997). What was less clear was if the percentages 
of males involved were less than percentages of females. More females are enrolled in 
public four-year institutions, as well as other institutional types (Planty et aI., 2009); 
therefore, there may appear to be more females involved because there are greater 
numbers of females on campus. Practitioners and researchers alike can benefit from an 
examination of the percentage of involvement disaggregated by race, rather than raw 
numbers or involvement data available via traditional methods (e.g., anecdote, student 
surveys, head count). 
Practitioners and scholars must not assume that all students of color interpret their 
racial group membership the same way. This study found that African American students, 
male and female, have varying degrees of collective esteem as it relates to their racial 
group membership. The findings suggest that some African American students are 
predicted to be involved in some activities based on levels of their racial esteem. Student 
affairs and student services practitioners, as well as academic advisors and faculty, would 
benefit by understanding student CRE as they work to teach and support students. 
Perceptions of differential treatment and discrimination within campus 
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environments have emerged as one of the possible explanations for the difference in 
retention rates between majority and minority students (Nora & Cabrera, 1996). African 
American males, according to Banks (20lO), report significantly more discrimination 
than African American females. Further research is needed to understand how specific 
aspects of the college environment (e.g., number of faculty of color, number of minority 
students, curricular and co-curricular programs and courses, campus climate, etc.) affect 
CRE. The current study examined specific types of involvement as a way to understand 
the predictive relationship between CRE and involvement. However, there are more 
variables within the college environment that can be studied to ascertain a relationship. 
Understanding CRE within the campus environment may also help assess and improve 
issues surrounding campus climate. 
This study used quantitative methodology to explore the relationships between 
CRE and quantity and type of involvement. Much of the research on African American 
students found in the literature review for this study utilized qualitative methods to 
understand student experiences (e.g., Harper, 2005, 2006b; Latiker, 2006; Littleton, 2002; 
Museus, 2008; Sutton & Kimbrough, 2001). Qualitative research provides texture, 
nuance, and context to research (Rossman & Rallis, 2003). What qualitative research 
lacks in generalizability, it makes up in depth and breadth of understanding of 
phenomena. Along with qualitative research, quantitative research can be used to further 
explore explanations and implications to improve the plight of African American male 
involvement and subsequent completion. Based on the review of literature for this study, 
quantitative analysis of CRE is limited. Qualitative analysis is even scarcer. 
Qualitative methodologies should be utilized to understand why the findings in 
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this study are significant. This includes understanding why females score higher than 
males, why students attending HBCU s score higher than students attending PWIs, and 
what specifically leads African American males who have high identity salience to join 
an ethnic/minority organization. Qualitative research can also help make sense of the 
cultural differences between African American males and the public four-year institutions 
in which they attend. Bridging the gap between the college culture and the native culture 
of the students within the campus environment can improve the persistence of minority 
students (Kuh & Love, 2000). 
Crocker, Luhtanen, Blaine, and Broadnax (1994) found that levels of CRE 
positively correlated to psychological well being in African Americans, Whites, and 
Asian students. CRE's influence on involvement and persistence variables should be 
replicated with other racial/ethnic identity groups, as well as with women. Luhtanen and 
Crocker (1992) found that the psychometric properties of the collective self-esteem scale 
are maintained despite the group membership. Therefore, examining collective esteem as 
it relates to gender can be very informative. Torres, Jones, and Renn (2009) said it best: 
The more practitioners understand how students make meaning of their 
identities, the better they are able to assist in promoting student learning 
and development in higher education institutions (p. 578). 
CRE is concerned with how students make meaning of their racial identity, thus it is 
possible that trends in CRE and involvement may exist within minority student groups. 
Understanding these trends can improve the development and assessment of institutional 
interventions and advising for these students. 
Academic self-concept and other measures of self-esteem have been found to 
mediate the effect of racial identity on academic outcomes (Lockett & Harrell, 2003; 
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Parker & Flowers, 2003). The effect ofCRE on academic outcomes such as GPA and 
standardized test scores should be conducted to examine any direct relationships. CRE 
may be a more useful predictor of academic performance than self-esteem or racial 
identity development, and can increase understanding of the impact of race on academic 
outcomes. 
This study examined the predictive relationship of CRE to faculty interaction and 
found no significant relationships. Given the strong relationship between faculty 
interaction and African American student outcomes (Guiffrida, 2005; Himelhoch, 
Nichols, Ball, and Black, 1997; Littleton, 2002; Strayhorn & Terrell, 2007), more 
analyses needs to be conducted using a larger sample size, or perhaps dis aggregating by 
institutional type (PWI vs. HBCU). 
Similar to Vuong, Brown-Welty, and Tracz (2010), this study used MANOVA 
analysis to examine differences between institutional types. African American students 
attending HBCUs scored highcr than African Amcrican students attending PWls on all 
CRE sub-scales. Statistical significance was found with two of the four sub-scales. These 
results were expected based on the research on African Americans attending HBCUs 
(Allen, 1992; Minor, 2008), however, this study should be replicated using a larger 
sample of both PWls and HBCUs. An institution-by-institution sample is not sufficient to 
generalize across all public four-year institutions within the U.S. 
Also, as suggested by Vuong et al. (20 I 0), CRE should be examined and 
compared across institutions of different sizes to determine if there are any significant 
differences. As African American students make-up higher percentages of students 
attending public and private two-year colleges than public four-year institutions (Aud et 
123 
aI., 20 I 0), it would be important to examine CRE at these institutions. Though outside of 
the scope of this study, the findings could be helpful in understanding college choice and 
eventual transfer decisions. 
Finally, CRE allows for a more evolved and sophisticated understanding of race 
and its impact on student involvement and other outcomes. As research on identity 
development moves from stage-based models to a more critical perspective of identity, it 
is important to examine CRE through the lens of critical race theory (CRT). The use of 
critical race theory acknowledges the centrality ofrace in a student's experiences, and 
draws attention "to the critical role of social status of different identity groups in the 
construction of identities" (Torres, Jones, & Renn, 2009, p. 584). The exploration ofCRE 
in relation to the other multiple identities within students will be an important next step in 
identity development research. 
Study Limitations 
This study had five main limitations. The first limitation is associated with the 
low number of African American male students included in the study. This study, and 
others using CRE, should be replicated using larger sample sizes to attain a clearer 
understanding of the public four-year college experience for African American males. 
The second limitation relates to homogeneity of the students selected. The participants 
were undergraduate students attending public four-year institutions. Research question 
four utilized only one PWI and one HBCU to compare differences in CRE scores for 
African American students across institutional types. 
In addition, students who were classified as "Multiracial," "Transgendered," or 
"International Students" were not included in this analysis. As mentioned earlier in this 
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study, African American students make-up higher percentages of students attending 
public and private two-year colleges than public four-year institutions (Aud et aI., 2010). 
This means that the sample of public four-year institutions excludes a large number of the 
population of African Americans in post-secondary education. 
The third limitation of this study was that the MSL study used in this dissertation 
is secondary data. Secondary data has its advantages, but can pose several limitations as 
well. Advantages included significant cost and time savings since the data were already 
collectcd. Also this dataset included the specific variables of interest for this research 
problem. Limitations included a non-randomized selection of institutions that participated 
in the MSL. Participating institutions self-selected into the MSL study and therefore did 
not provide a random sample of public four-year institutions from across the U.S. These 
institutions paid for participation in the MSL in the Spring 2009 semester, which could 
indicate that institutions with the adequate financial resources participated. The type of 
students attending these institutions may not be representative of all students in the 
country. 
A fourth limitation is related to the research design employed. This is not a true 
experimental design as defined by Shadish, Cook, and Campbell (2002) and others. 
Findings in this study are relational, and causality is not implied. For example, based on 
this study's findings, African American males who have high scores on identity salience 
are predicted to join an ethnic/minority organization. This does not mean that high 
identity salience causes African American males to join ethnic/minority organizations. 
Future research should attempt to use qualitative methodologies to further understand 
these relationships. 
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A final limitation for this study concerns construct definitions. These include 
definitions used for race, faculty interaction, peer interaction, and quantity of 
involvement. Though grounded in a review of the literature (Astin, 1984, 1993; Planty et 
aI., 2009; Tinto, 1987) the definitions and variable constructions represent one of many 
possible definitions. For example, items used to measure peer interaction do not include 
every possible scenario through which students interact with peers. Rather, a variable was 
constructed that could represent peer interaction in a statistically valid way using the 
MSL instrument. Future research should attempt to examine the relationship of eRE to 
these variables using different items or construct definitions within the MSL and other 
instruments. 
Conclusion 
This dissertation focused on examining the predictive relationship between 
collective racial esteem and quantity and type of involvement for African American 
males attending public four-year institutions in the U.S. This study also examined 
differences in eRE scores between males and females and students attending HBeus and 
PWls. This study was in many ways a persistence study, as involvement in the college 
environment is so strongly linked to persistence and graduation (As~in, 1993; Pascarella 
& Terenzini, 1991,2005; Tinto, 1975). Public four-year institutions will continue to be 
expected to serve the states in which they reside by supporting bachelor degree 
attainment for the citizens of the state. 
The conceptual frameworks used to examine involvement and persistence in this 
study were mainly drawn from the following theoretical models: Astin's (1993) inputs-
environment-outcomes college impact model, Tinto's (1975, 1987) model of student 
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departure, Tierney's (1999) model of cultural integrity, and Kuh and Love's (2000) 
cultural perspective of student departure. This dissertation adds to the existing 
involvement and persistence literature by examining the effects of collective racial 
esteem on different types of involvement. This study also contributes to the racial identity 
literature by attempting to introduce CRE as a more developmentally sophisticated 
understanding of racial identity and how it impacts college outcomes (Dugan, Brown, 
Chavez, Mendoza, & Rodriguez, 2010; Helms & Cook, 1999). 
Lcvels of CRE in this study were found to be significant predictors of quantity of 
campus involvement, decision to join an ethnic/minority organization, and peer 
interaction for African American students. Future research needs to explore the unique 
contribution of CRE on other college outcomes, including leadership development, 
satisfaction with college, and degree completion. The current and future MSL instrument 
is ripe for examining CRE with an array of outcomes and environmental factors at a 
diverse number of institutions across the country. Furthermore, longitudinal analyses 
should be conducted to determine if specific institutional decisions enhance CRE over 
time. 
The findings of this study contribute to the literature concerning differences 
between African American males and females. Significant differences in CRE were 
found betwcen African American males and females on three of the four sub-scales of 
CRE. Similar to national trends within higher education and elsewhere, females within 
this sample tended to have a higher overall sense of self-concept as it relates to their 
racial group membership. This is an encouraging finding, as CRE can be enhanced in 
male students through intentional research and good practice. 
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The findings of this study affinn findings in the literature related to African 
American students attending HBCUs (Allen, 1992; Guiffrida, 2005; Kimbrough & 
Harper, 2006; Minor, 2008). Across all levels of CRE, African American students 
attending the HBCU scored higher than those attending the PWI. Though only two levels 
were significantly different (Private CRE and Public CRE), future research should focus 
on a larger sample ofHBCUs to detennine if these differences are consistent, or if 
perhaps more significant differences are found. 
In conclusion, the study significantly predicted a number of dependent variables 
related to involvement in the college environment for both males and females. None of 
the levels of CRE significantly predicted faculty interaction in this sample. Significant 
difference was observed between African American males and females on three of the 
four levels of CRE. Similarly, significant difference was observed between African 
American students attending an HBCU and those attending a PWI. 
There is no doubt that more research is needed on the effects of CRE within 
college impact research. Additionally, research at all levels (state, institutional, and 
practitioner/scholar) must continue in order to identity strategies to retain African 
American students in public four-year institutions. As was a primary focus of this study, 
special attention should be paid to African American males in higher education. This 
group of students has consistently lagged behind other ethnic/racial groups, as well as 
behind females. Research should be disaggregated by gender to ensure due attention is 
paid to this group of students. The improvement of persistence and graduation rates of 
African American males will yield benefits for individual institutions as well as our 
society as a whole. 
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V ARIABLE LABEL 
COLLEGE INFORMATION 
Did you begin collegc at your current 
institution or elsewhere? (Choose One) 
How would you charactcrize your 
enrollment status? (Choose One) 
What is your currcnt class Icvel? (Choosc 
Onc) 
What is your current class level? (Choose 
One) 
Are you currently working OFF CAMPUS 
in a job unaffiliated with your school? 
Approximately how many hours do you 
work off campus in a typical 7 -day wk 
Are you currently working ON CAMPUS? 
Approximatcly how many hours do you 
work on campus in a typical 7-day week? 
R ESPONSE CODING 













I =Freshmanl First-year 
2=Sophomore 
3=]unior 









If NO, skip to 
question #5 
If NO, skip to 
question #6 
In an average month, do YOll engage in any I =Yes I f NO. skip to 
conununity service? 2=No qucstion #7 












As part of a class 
As part of a work study expericnce 
With a campus studcnt organization 
As part of a community organization 
unaffiliated with your school 








8=3 1 or morc 
















Practicum, internship, field experience, co-
op experience, or clinical experience 
Learning community or other fonna l 
program where groups of students take two 
or more classes together 
Living-learning program (ex. languagc 
house, leadership floors, ecology halls) 
Research with a faculty member 
First-year or freshman seminar course 
Culminating senior experience (ex. 
capstone course, thcsis) 
I=Yes 
2=No 
YOUR PERCEPTIONS BEFORE ENROLLING IN COLLEGE 
8. Looking back to before VOIl started college, how confident were you that you would be successful in COllege at the following: 
(Select one response for each) 
8a PRE la 
8b PRElb 
8c PRE lc 
8d PRE ld 
8c PRElc 
8f PRE2a 
Handling thc challcnge of collcgc-Ievel 
work 
Analyzing new ideas and concepts 
Applying somcthing Icarncd in class to thc 
" rcal world" 
Enjoying the challenge of learning new 
matcrial 
























Organizing a group 's tasks to accomplish a 
goal 
Taking initiative to improve something 








9. Lookin g back to when rOll were in high school, how often did you engage in the following activities: (Scleet one response for 
each) 
9a PRE3a Student councilor student govemment 
9b PRE3b Pcp Club, School Spirit Club, or 
Chcerieading 
ge PRE3e Performing arts (ex. band, orchestra, dance, 
drama, art) 
9d PRE3d Academic clubs (ex. science fair, math 
club, debate club , foreign language club, 





Organized sports (ex. Varsity, club sports) 
Leadership positions in student clubs, 
groups, sports (ex. officcr in a club or 
organization, captain of ath letic tcam, first 
























Performed community service 
Reflected on the meaning of life 
Participated in community organizations 
(ex. church group, scouts) 
Took leadership positions in community 
organizations 
Considered my evolv ing sense of purpose 
in life 
Worked with others for change to address 
societal prob lems (ex. rally, protest, 
community organizing) 
Participated in training or education that 
devcloped your leadcrsh ip skills 





















II f PRE5f 
Ilg PRE5g 
Ilh PRE5h 
Hearing differences in opinions enrichcd 
my thinking 
I worked well in changing environments 
I enjoyed working with others toward 
common goals 
I held myself accountable for 
responsibilitics I agrced to 
I worked wcll when I knew thc collective 
values of a group 
My bchaviors reflcctcd my beliefs 
I valued the opportunities that allowed me 






















12. Please indicate how well the following statements describe Itow vou were prior to college. 
12a PRE6a I attempted to carefully consider the Social 
12b PRE6b 
12c PRE6c 
perspectives of those with whom I 
disagreed. 
I regularly thought about how different 
people might view situations differently. 






4 Taking Pretest 
Before criticizing someone, I tried to 5=Describes Me Very Well Social 
imagine wbat it wou ld be like to be in their Perspective 
position. Taking Pretest 
13. We would like you to consider your BROAD racial group membership (ex. White, Middle Eastern, Native American, 
African American/ Black, Asian American/ Pacific Islander, Latino/ Hispanic, Multiracial) in responding to the following 
statements. Please indicate what vour perceptions were prior to college. 








to my sense of identity. 
I was generally happy to be a member of 
my racial group . 
I d,d not recl a strong affiliatIOn to m) 
racial group. 






14. How often have you engaged in the following activities dllringyollr college experience: 
14a ENV5c Performed community servicc 
14b ENV5d Acted to bcnefit the common good or 
protect thc env ironment 
14c ENV5c Bccn activcly involved with an 
organization that addresses a soc ial or 
cnvironmcntal problcm 
14d ENV5f Been actively involved with an 
organization that addresses the concerns of 
a spccific community (ex. academic 
council, neighborhood association) 
14e ENV5g Communicated with campus or community 
leadcrs about a pressing concern 
14f ENV5h Took action in thc community to try to 
address a social or cnvironmental problem 
14g ENV5i Worked with others to make the campus or 
community a better placc 
14h ENV5j Acted to raise awareness about a campus, 
community, or global problcm 
14i ENV5n Took part in a protest, rally , march, or 
demonstration 
14j ENV50 Workcd with others to address socia l 
inequality 
















Been an involved member in college 
organizations? 
Held a leadership position in a college 
organization(s)? (ex. officer in a club or 
organization, captain of athletic team, first 
chair in musical group, section editor of 
newspaper, chairperson of committee)? 
Been an involved member in an off-
campus community organization(s) (cx. 
Parent-Teacher Association, church 
group)? 
Held a leadership position in an off-
campus community organization(s)? (ex. 
officer in a club or organization, leader in 





5=Much of the 
Time 
16. Have you been involved in the following kinds of student groups d uri ng college? (Respond to each item) 













































Pre-Law Society, an academic fraternity, 
Engineering Club) 
ArtslTheater/Music (ex. Theater group, 
Marching Band, Photography Club) 
Campus-Wide Programming (ex. program 
board, film series board, multicultural 
programming committee) 
Identity-Based (ex. Black Student Union, 
LGBT Allies, Korean Student Association) 
International Interest (ex. German Club, 
Foreign Language Club) 
Honor Societies (ex . Omicron Delta Kappa 
[ODK], Mortar Board, Phi Beta Kappa) 
Media (ex. Campus Radio, Student 
Newspaper) 
Military (ex. ROTC, cadet corps) 
New Student Transitions (ex. admissions 
ambassador, orientation advisor) 
Resident Assistants 
Peer Helper (ex. academic tutors, peer 
health educators) 
Advocacy (ex. Students Against 
Sweatshops, Amnesty International) 
Political (ex. College Democrats, College 
Rcpubl icans, Libertarians) 
Religious (ex. Fellowship of Christian 
Athletes, Hillel) 
Service (ex. Circle K, Habitat for 
Humanity) 
Multi-Cultural Fraternities and Sororities 
(ex. National Pan-Hellenic Council 
[NPHC] groups such as Alpha Phi Alpha 
Fraternity Inc., or Latino Greek Council 
groups such as Lambda Theta Alpha) 
Social Fraternities or Sororities (ex. 
Panhellenic or Interfratern ity Council 
groups such as Sigma Phi Epsilon or Kappa 
Kappa Gamma) 
Sports-Intercollegiate or Varsity (ex. 
NCAA Hockey, Varsity Soccer) 
Sports-Club (ex. Club Volleyball, Club 
Hockey) 
Sports-Intramural (ex. Intramural flag 
football) 
Recreational (ex. Climbing Club, Hiking 
Group) 
Sociall Special Interest (ex. Gardening 
Club, Sign Language Club, Chess Club) 
Student Governance (ex. Student 
Government Association, Residence Hall 




17a. A mentor is defined as a person who intentionally assists your growth or connects you to opportunities for career or 















Student Affairs Profess ional Staff (ex. 
student organization advisor, career 
counselor, Dean of Students, residence hall 
coordinator) 
Employer 





If NO for ALL 
items. ski p to 
question # IS. 
For EACH 
question with a 
responsc other 
th an NO. provide 
the 
corresponding 
variable na me 
from the nex t 
quest ion. 
17b. A mentor is defined as a person who intentionally assists your growth or connects you to opportunities for career or 
personal development. 















Student Affairs Professiona l Staff (ex. 
student organization advisor, career 
counselor, Dean of Students, residence hall 
coordinator) 
Employer 







17c. When thinking of your most Significant mentor at this college/university, what was this person's role? 
17d 
17e 
ENVSc I Facul ty/Instructor 
ENVSc2 Student Affairs Profess ional Staff (ex. 
student organizati on advi sor, career 













When thinking of your most significant 
mentor at thi s coll ege/university , what was 
this person's gender? 
When thinking of your most significant 
mentor at thi s college/university. what was 
this person's broad racial group 
membership? 
White/ Caucas ian 
Middle Eastern 
Afri can American/ Black 
Native American 
Asian American/ Pacific Islander 
Latino/ Hispani c 
Multiracial 
Select one response from the 
list of participant provided 
options, but do not include 




I=White/ Caucas ian 
2=Middle Eastern 
3=Afriean American/ Black 
4=Nati ve Ameri can 
5=Asian American/ Pacific 
Islander 
6=Latino/ Hispani c 
7=Multiracial 
S=Unsure 




permutati ons of 
the above 
quest ion that 
a ll ow fo r the 





ident ified above. 
17f. When thinking of your most significant mentor at this college/university, indicate your level of agreement or disagreement 
with the following: This mentor helped me to ... 
Unsure 
Raee/ethnicity not indicated above 
17f1 SUB I b Empower myself to engage in leadership 












1712 SUBlc Empowcr others to engagc in leadcrship 5= Strongly Agrce Outcomes: 
Leadership 
Empowerment 
































18. During interactions with other students outside of class, how often have you done each of the following in an average school 
year? (Select one for each) 







Held discussions with students whose 
personal values were very different from 
your own 
Discussed major social issues such as 
peace, human rights , and justice 
Held discussions with students whose 
religious beliefs were very different from 
your own 
Discussed your views about 
multiculturalism and diversity 
Held discussions with students whose 
political opinions were very di fferent from 
your own 
Since starting college, have you evcr 
participated in a leadership training or 
leadership education experience of any 
kind (ex: leadership conference, alternative 

























I f NO. skip to 
questi on #20 
19a. Since starting college, to what degree have you been involved in the following types of leadership training or education? 









Leadership Leeture/Workshop Series 
Positional Leader Training (ex. Treasurer's 











19a4 ENVIOa5 Student Government training) 
19a5 ENVIOa7 Leadership Course 
19a6 ENVIOalO Short-Term Service Immersion (ex . 
alternative spring break, January term 
service project) 
19a7 ENVIOal1 Emerging or New Leaders Program 
19a8 ENVIOa l2 Living-Learning Leadership Program 
19a9 ENV IOal3 Peer Leadership Educator Team 
19a10 ENVIOal4 Outdoor Leadership Program 
19a1l ENVIOal5 Women's Leadership Program 
19a12 ENVIOal6 Multicultural Leadership Program 
19b. Since starting college, have you been involved in the following types of leadership training or education? 
19b I ENV I 0a3 Leadership Certificate Program 
19b2 ENVIOa6 Leadership Capstone Experience 
19b3 ENV IOa8 Leadership Minor 












19c. Since starting college, to what extent has participation in the following types of training or education assisted in the 
development of your leadership ability? 
1ge I ENV I Ob I Leadership Conference 
1ge2 ENVI0b2 Leadership Retreat 
1ge3 ENVI0b3 Leadership Certificate Program 
1ge4 ENVI0b4 Leadership LeeturelWorkshop Series 
1ge5 EN VI0b5 Positional Leader Training (ex. Treasurer 's 
training, Resident Assistant training, 
Student Government training) 
1ge6 ENV I0b6 Leadership Capstone Experience 
1ge7 ENV I0b7 Leadership Course 
1ge8 ENV I0b8 Leadership Minor 
1ge9 EN VI0b9 Leadership Major 
1ge10 ENV I0bl0 Short-Term Service Immersion (ex. 
alternative spring break, JanualY term 
service project) 
1ge1l ENV IObl1 Emerging or New Leaders Program 
1ge12 ENVI0b12 Living-Learning Leadership Program 
1ge13 ENVIObl3 Peer Leadership Educator Team 
1ge14 ENV I0b14 Outdoor Leadership Program 
1ge15 EN VIObl5 Women 's Leadership Program 
1ge16 ENVIObl6 Multicultural Leadership Program 
ASSESSlNG YOUR GROWTH 




4=A Great Deal 
For the statements that refer to a group, think of the most e.ffective, functional group of which you have been a part. This might be a 
formal organization or an informal study group. For consistency. use the same group in all your responses. 






20b SRLS2 Creativity can come from conflict 2=Disagree Controversy with 
3=Neutral Civility Scale 
20c SRLS3 I value differences in others 4=Agree Controversy with 
5=Strongly Agree Civility Scale 
20d SRLS4 I am able to articulate my priorities Consciousness of 
Self Scale 
20e SRLS5 Hearing differences in opinions enriches Controversy with 
my thinking Civility Scale 
:cor SRLS(' I h;1\": 11..1\\ :-.c1 f ~~I('cm (·OIl:-.L'1011:-.IlC;-,~ (,If 
SdfScak 
20g SRLS7 I ;-,truggk \\ hen group I11cmhcr .... h~l\ (' J(.k~h CUllln.n ('1" .... ) \\ lth 
that arc lil !'h .. 're111 from III I ilL' CI\ 1111\ Scale 
:COh '.RLS~ Tran:-.Illon llla"L'~ Illl..' ullclll1lfnrtabk Chang\' Scak 
20i SRLS9 I am usually self confident Consciousness of 
Self Scale 
20j SRLSIO I am seen as someone who works well with Collaboration 
others Scale 
20k SRLSII Greater harmony can come out of Controversy with 
disagreement Civility Scale 
201 SRLSI2 I am comfortable initiating new ways of Change Scale 
looking at things 
20m SRLSI3 My behaviors arc congruent with my Congruence 
beliefs Scale 
20n SRLSI4 I am committed to a collective purposc in Common 
those groups to which I belong Purpose Scale 
200 SRLSI5 It is important to develop a common Common 
direction in a group in order to get anything Purpose Scale 
done 
20p SRLSI6 I respect opinions other than my own Controversy with 
Civility Scale 
20q SRLSI7 Change brings new life to an organization Change Scale 
20r SRLS 18 The things about which I feel passionate Consciousness of 
have priority in my life Self Scale 
20s SRLSI9 I contribute to the goals of the group Common 
Purpose Scale 
20t SRLS20 There is energy in doing something a new Change Scale 
way 
~(J1I '.RLS::' I I am lIlh':tHll fnnahk \\ hell :-.(lIlk'Olh.' ( ontrp\cr .... ) \\ lth 
dl~agn.·l· .... \\ llil Ill\.' ( 1\ 1111> '>cak 
20v SRLS22 I know myself pretty well Consciousness of 
Self Scale 
20w SRLS23 I am willing to devote the time and energy Commitment 
to things that arc important to me Scale 
20x SRLS24 I stick with others through difficult times Commitment 
Scale 
20) '>RI S2.' \\'hL'lllhcrl' , .... a conllH.:t bL't\\L'l"l) I\q~ ( n!llnn ('r:-.~ \\ 1111 
]Kopk. Olll' \\ III \\ III and thl' DIIlc1 "lillthL' ('1\ 1111\ Scak 
20/ \R LS2h ('hangl' 111a"c .... me llilcomfnrlahk Chang\' Scak 
20aa SRLS27 It is important to me to act on my beliefs Congruence 
Scale 
20bb SRLS28 I am focused on my responsibilities Commitment 
Scale 
20cc SRLS29 I can make a difference when I work with Collaboration 
others on a task Scale 
20dd SRLS30 I actively listen to what others have to say Collaboration 
Scale 
20ee SRLS31 I think it is important to know other Common 
people's priorities Purpose Scale 
20ff SRLS32 My actions arc consistent with my values Congruence 
Scale 
20gg SRLS33 I believe I have responsibilities to my Citizenship Scale 
community 
20hh SRLS34 I could describe my personality Consciousness of 
Self Scale 
20ii SRLS35 I have helped to shape the mission of the Common 
group Purpose Scale 
201.1 SRLS,h N('\\ \\ a: ~ of uOIng thlllg .... lru .... tratl' I1h.' C hang\' Scak 
20kk SRLS37 Common values drive an organization Common 
Purpose Scale 
2011 SRLS38 I give time to making a difference for Citizenship Scale 
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someone else 
200101 SRLS39 I work well in changi ng environments Change Scale 
20nn SRLS40 I work with others to make my Citizensh ip Scale 
communities better places 
2000 SRLS41 I can describe how I am sim ilar to other Consciousness of 
people Self Scale 
20pp SRLS42 I enjoy working with others toward Collaboration 
common goals Scale 
20qq SRLS43 I am open to new ideas Change Scale 
20rr SRLS44 I have the power to make a difference in Citizenship Scale 
my community 
20ss SRLS45 I look for new ways to do something Change Scale 
20tt SRLS46 I am wi lling to act for the rights of others Citizenship Scale 
20uu SRLS47 I participate in activities that contribute to Citi zenship Scale 
the common good 
20vv SRLS48 Others wou ld describe me as a cooperative Col laboration 
group member Scale 
20ww SRLS49 I am comfortable with conflict Controversy with 
Civ ility Scale 
20xx SRLS50 I can identify the differences between Change Scale 
positive and negati ve change 
20yy SRLS51 I can be counted on to do my part Commitment 
Scale 
20zz SRLS52 Being seen as a person of integrity is Congruence 
important to me Scale 
20aaa SRLS53 I follow through on my promises Commitment 
Scale 
20bbb SRLS54 I hold myself accountab le for Commitment 
responsibilities I agree to Scale 
20eee SRLS55 I believe I have a civic respon ibility to the Citizenship Scale 
greater public 
2()ddd SRI ,,:ill S~II-r~lkclloll "tilrli~lIlt 1\11111<' ( (l11:-'CJ(lll..,nC'~:-. (ll 
Sdl Scale 
20eee SRLS57 Co llaboration produces better results Co llaboration 
Scale 
20fff SRLS58 I know the purpose of the groups to whi ch I Common 
belong Purpose Scale 
20ggg SRLS59 I am comfortable expressing myself Consciousness of 
Self Scale 
20hhh SRLS60 My contributions arc recognized by others Collaboration 
in the group I belong to Scale 
20iii SRLS61 I work well when I know the coll ective Common 
values of a group Purpose Seale 
20jjj SRLS62 I share my ideas with others Controversy with 
Civi lity Scalc 
20kkk SRLS63 My behaviors reflect my beliefs Congruence 
Scale 
20111 SRLS64 I am gcnuine Congruence 
Scale 
20mmm SRLS65 I am ab le to trust the people with whom I Collaboration 
work Scale 
20nnn SRLS66 I valuc opportunities that allow me to Citizenship Scale 
contribute to my community 
20000 SRLS67 I support what the group is trying to Common 
accomplish Purpose Scale 
20ppp SRLS68 It is easy for me to be truthful Congruence 
Scale 
20qqq SRLS69 It is important to me that I play an active Citizenship Scale 
role in my communities 
20m SRLS70 I volunteer my time to the communi ty Citi zenship Scale 
20sss SRLS71 I believe my work has a greater purpose for Citizenship Scale 
the larger community 
THINKING MORE ABOUT YOURSELF 
21 DEM4 How would you characterize your political I=Very liberal 





22, In thinking about how you have changed during co llege, to what extent do you feel you have grown in the following areas? 
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Ability to put ideas together and to sec 
relationships between ideas 
Ability to leam on your own, pursue ideas, 
and find information you need 
Ability to critically analyze ideas and 
information 
Leaming more about things that arc new to 
you 







23. How confident are you that you can be successful at the following? (Select one response for each) 










Organizing a group ' s tasks to accomplish a 
goal 
Taking initiative to improve something 
Working with a team on a group project 
Search for meaning/purpose in your life 
Have discussions about the meaning oflife 
with your friends 
Surround yourself with friends who are 
searching for meaning/purpose in life 
Reflect on finding answers to the mysteries 
of life 
Think about developing a meaningful 









































25. The following statements inquire about your thoughts and feelings in a variety of situations. For each item, be as honest as 
possible in indicating how well it describes you. 
25a SUB3a I often have tender, concerned feelings for 








SOi1lctim .... ~ I uuntt fccl \ ~ry ~nrr~ !<)J" other 
pcople \\h~n thcy "r~ h:" IIlg problem' 
I try to look at everybody's side of a 
disagreement before I make a decision. 
I sometimes try to understand my friends 
better by imagining how things look from 
their perspective. 
Other people" misfortunes do notusu"ll) 
di,turb me a grcat deal. 
I believe that there are two sides to every 
question and try to look at them both. 
When I'm upset at someone, I usually try to 
"put myself in their shoes" for awhile. 
Before criticizing somebody, I try to 
imagine how! would feel if I were in their 
place. 
YOUR COLLEGE CLIMATE 
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26. Indicate your level of agreement with the following statements about your experience on your current campus 
26a 
26b ENVlla 2 
1,\\"lla~ 
26d ENVl la 5 
I '\ \ I 1,1 II 
I '\ \ II .. I~ 
1,\\ lIa I~ 
I '\ \ 11.1 1(, 
27 DEM5 
I feel valued as a person at this schoo l 
I feel aeccpted as a part of thc campus 
community 
I ha\ c (1bs~n cd dl~l'rimll1atol'~ \\ on.1:-.. 
bclla\ lOr~ ~lr gl':-.tlIn..:~ dm':Clcd at peopk hkl' 
11K 
I fcel I belong on this campus 
I ha\ t.: ~nculilltl'rl'd dhCl'lIllllli.illOIl \\ hile 
dttl'lldJllg thl~ in:-.lItutioll 
I fcd the!"l' h i.l gCllcrai <llnh)~phl.'l"t...' \)1" 
pr('.Il1dl!.."',: among :-.lulicl1h 
I acul!\ h~l\ l' Up.,crll1l1nall.:d agalll~l pl'lIpk likl 
'114..' 
~IJllll1l'll1bL·r:-. !la\ l' llJ:-.crimlll<ltcd Llgaln~1 
l'~npk Ilk~ 111,' 
BACKGROUND INFORMATION 
Which of the following best describcs your 
~ major? (Select the category that 
best represents your field of study) 
151 






Discriminatory Cl imate 
I- Agricu lture 
2= Arch itecture/ Urban 
planning 
3= Biological/ Lifc Sciences 
(ex. biology, biochemistry, 
botany, zoo logy) 
4= Busincss (ex. accounting, 
busincss administration, 
marketing, managcmcnt) 
5=Communication (speech , 
journalism, television/radio) 




9= Ethnic, Cultural Studics, 
and Area Studies 
IO=Forcign Languages and 
Literature (ex. French, 
Spanish) 
II =Hcalth-Relatcd Fields (cx. 
nursing, physical therapy, 
health technology) 
12=Humanities (ex. English, 
Literature, Philosophy, 
Religion, History) 
13=Liberal/ Gcncra l Studics 
14=Mathematics 
15=Muiti/ Interdisciplinary 
Studies (ex. international 
relations, ecology, 
environmental studies) 
16=Parks, Recreation , Le isure 
Studies, Sports Management 
17= Physical Scienccs (cx. 
physics. chemistry, 
astronomy, earth science) 
18=Prc-Profcssional (ex. pre-
dental. pre-medical , pre-
vcteri nary) 
19=Public Administration (cx . 
city managemcnt, law 
enforcement) 
20=Social Scicnccs (ex. 
anthropology, economics, 
political scicnce, psychology, 
soc iology) 











Arts (cx. art, music, thcatcr) 
22=Undccidcd 
99=Asked but not answered 
Oem5.1 Agriculture I=Yes 
Oem5.2 Architecture/ Urban planning 2=No 
Oem5.3 BiologicaV Life Sciences (ex. biology, 
biochemistry, botany, zoology) 
Oem5.4 Business (ex. accounting, business 
administration, marketing, management) 
Oem5.5 Communication (speech, journalism, 
television/radio) 
Oem5.6 Computer and Information Sciences 
Oem5 .? Education 
Oem5.8 Engineering 
Oem5.9 Ethnic, Cultural Studies, and Area Studies 
Oem5.IO Foreign Languages and Literature (ex. 
French, Spanish) 
Oem5.11 Health-Related Fields (ex. nursing, 
physical therapy, health technology) 
Oem5.12 Humanities (ex. English, Literature, 
Philosophy, Religion, History) 
Oem5.13 Liberal/ General Studies 
Oem5.14 Mathematics 
Oem5.15 Multi/Interdisciplinary Studies (cx. 
international relations, ecology, 
environmental studies) 
Oem5.16 Parks, Recreation, Leisure Studies, Sports 
Management 
Oem5.1? Physical Sciences (ex. physics, chemistry, 
astronomy, earth science) 
Oem5.18 Pre-Professional (ex. pre-dental, pre-
medical, pre-veterinary) 
Oem5.19 Puhlic Administration (ex. city 
management, law enforcement) 
Dem5 .20 Social Sciences (ex. anthropology, 
economics, political science, psychology, 
sociology) 
Dem5.21 Visual and Performing Arts (ex . art, music, 
theater) 
Oem5.22 Undecided 
28 PRE6 Oid your high school rcquirc community I=Ycs 
scrvicc for graduation? 2=No 
29 OEM6 What is your agc? Open Response 
30a OEM? What is your gcndcr? I- Fcmalc If I or 2. skip to 2=Male 
3=Transgcnder qucstion #3 1 
OEM?I Gender (with transgender as missing) I=Female 
2=Male 
30b OEM?b Pleasc indicatc which of the following hest I=Fema1e to male 
dcscribc you? 2=Malc to fcmalc 
3= I ntersexed 
4=Rathcr not say 




5=Rather not say 
DEMS.I Sexual Orientation (collapsed) I =Heterosexual 
2=Bisexual, GaylLesbian, 
Questioning 















Indicate your citizcnship and! or gcncration 
status: (Choosc Onc) 
Please indicate yo ur broad racial group 
membership: (Mark all that apply) 
White! Caucasian 
Middle Eastern 
African American! Black 
Amcrican Indian! Alaska Native 
Asian American! Asian 
Latino! Hispanic 
Multiracial 
Race! Ethnici ty not included abovc 
Raeial Groups 
Raci al Groups 
Please indicatc your cthnic group 
membcrships (Mark all that apply). 
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I=Your grandparents, parents, 
and you were born in the U.S. 
2=Both of your parents AN D 
you were born in the U.S. 
3=You were born in the U.S. , 
but at least one of your 
parents was not 
4=You are a foreign born, 
naturalized citizen 
5=You are a foreign born , 
residcnt alicn! permancnt 
res ident 
6=lntcrnational studcnt 
1- White! Caucasian 
2=Middle Eastern 
3=African American! Black 
4=American Indian! Alaska 
Nativc 
5=Asian American! Asian 
6=Latino! Hispanic 
7=M ultiracial 
8=Race! Ethnicity not 
included above 
I =Wbite! Caucasian 
2=Middle Eastern 
3=African American! Black 
4=American Indian! Alaska 
Native 
5=Asian American! Asian 
6=Latino! Hispanic 
7=Multiracial 
8=Race! Ethnicity not 
included above 
I = Latino! Hispanic 
2= American Indian! Alaska 
Native 
3= Asian Amcrican! Asian 
4= African American! Black 
5=Native Hawaiian or Othcr 
Pacific Islander 
6=Whitc 
7=Two or More Raees 
8=Race or Ethnicity Unknown 
9=Non-Resident Alien 
African American! Black 







permutations o f 
th e above 
qucstion that 
all ow for thc 
identifi cation of 
cach unique 
racia l group 
identi fied above. 
Eaeh person falls 
into only one 
category and 
students that are 
multiracial, but 
did not select 
that group are 








multiracia l, but 
did not selcct 
that group are 




are placed in thc 
Caucasian group. 
Note th at: 
I) This questi on 





DEMI OB_ I .4 
DEMI OB_ 1.5 
DEMIOB_ 1.6 











African American! Black 
Black Ameri can 
African 































5= Filip ino 




I = Mexiean/ Chicano 
2= Puerto Rican 
3=C uban 
4= Domin ican 
5=South Ameri can 
6=Centra l American 
7=Other Latino 
those that mark 




2) The response 
options that 
appear sho uld 
rencct just those 
that correspond 
with their 





permuta tions of 
the above 
questi on that 










allow for the 
identificat ion of 
each uniquc 
ethnic group 
identifi ed abovc. 
Notc these 
variabl es arc 
permutati ons of 
the above 
question that 
all ow for the 




34. We are all members of different social groups or social categories. We would like you to consider yo ur BROAD racial 
group membership (ex. White, Middle Eastern, American Indian, African American/ Black, Asian American/ Pacific Islander, 
Latino/ Hispanic, Multiracial) in responding to the following statements. There are no right or wrong answers to any of the 
statements; we are interested in your honest reactions and opinions. 
34a SU B4a I am a worthy member of my racia l group 
340 SUB4b I olicn regrctthatl be long to my rac ia l 
group 
34e SUB4e Overall , my racial group is considered good 
by others 
:14d SUB4d O,crn ll. my race I"" \ ery Illllc tn do "ith 
hoI' I fecI about m);clf 
.'4c SUB4e I fed I don't ha\ c much to otTer to m) 
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In general, I'm glad to be a member of my 
racial group 
Mo,t people wn>ldcr Ill} racial group. on 
the 3\Cragc. to be more incffcC1J\ (' than 
other group' 
The racial group I belong to is an important 
reflection of who I am 
I am a cooperative participant in the 
activities of my racial group 
(h crall. I tlilen I\:el that 111) racial gwup I' 
not II onhll hile 
In general, others respect my race 
My ra..:c i~ unimportant to m) ~cnsc 01 
II hat J..lI1d of a person I am 
I olien 1i:c1 I alll a u,clc" Illcillber of 1l1~ 
racial group 
I feel good about the racial group I belong 
to 
In gcneral. other, think th:1llll) raCial 
group I~ lin" 011h) 
In general, belonging to my racial group is 
an important part of my self image 
Do you have any of the following 
conditions: 
a. Blindness, deafness, or a severe 
vision or hearing impairment; 
b. A psychological, mental, or 
emotional condition lasting 6 
months or more; 
c. A condition that substantially 
limits one or more basic physical 
activities such as walking, 
climbing stairs, reaching, lifting, 
orcanying; 
d. A condition that affects your 
learning or concentration; or 
e. A permanent medical condition 
such as diabetes, severe asthma, 
etc.? 








5=Physiea l or Musculoskeletal 
(ex. multiple sclerosis) 
6=Attention Deficit Disorder/ 
Attention Deficit Hyperactivity 
Disorder 
7=Psychiatric/Psychologieal 











































If NO, skip to 
question #36 
8=Neurological Condition (ex. 
brain injury, stroke) 
9=Medieal (ex. diabetes, severe 
asthma) 
10=Other 
36 DEMI2 What is your current re li gious preference? I=Agnostic 



















21 =Othcr Religion 
22=None 
37 DEM\3 What is your best estimate of your grades 1- 3.50 - 4.00 
so far in college? [Assume 4.00 = A] 2=3.00 - 3.49 
(Choose One) 3=2.50 - 2.99 
4=2.00 - 2.49 
5= 1.99 or less 
6=No college GP A 
38 DEMI4 What is the HIGH EST level of fomlal I =Less than hI gh school 
education obtained by any of your parent(s) diploma or less than aGED 





6= Masters degree 
7=Doctorate or profe sional 
degree (ex. 10, MD, PhD) 
8=Don't know 
DEMI4.1 First Generation College Student 1 = First Generation 
2= Non-First Generation 
39 DEMI5 What is your best estimate of your parent(s) I = Less than $ 12,500 
or guardian(s) combined total income from 2=$ 12.500 - $24,999 
last year? I f you arc independent from 3=$25,000 - $39,999 
your parent(s) or guardian(s), indicate your 4=$40,000 - $54.999 
income. (Choose onc) 5=$55,000 - $74,999 
6=$75,000 - $99,999 
7=$100,000 - $ 149,999 
8=$ 150,000 - $ I 99,999 
9=$200,000 and over 
10=Don't know 
I I =Rather not say 
40 ENV I2 Which of the following best describes I =Parentlguardian or other 
where arc you currently li ving whi le relative home 
attending co llege? (Choose one) 2=Other off-campus home, 
apartment, or room 
3=College/university res idence 
hall 
4= Fraternity or sorority house 
5= Other on-campus student 
housing 
6=Othcr 
ENVI2.1 On-campus vs. Off-campus Housing 1 = On-campus 
2= Off-campus 
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41 DEF Please provide a brief definition of what the Open response Comment box 
term leadership means to you. 




















5=Deseribes Me Very Well 

















MENOUTLE Mentoring Outcomes: Leadersh ip I = Strongly Disagree 
Empowerment Scale 2= Disagree 
MENOUTPD MenlOring Outcomes: Personal 3= Neutral 
Development Scale 4= Agree 
5= Strongly Agree 




SELF Consciousness of Self Scale I =Strongly Disagree 
CONGRU Congruence Scale 2=Disagree 
COMMIT Commitment Scale 3=Neutral 
COLLAB Collaboration Scale 4=Agree 
COMMON Common Purpose Scale 5=Strongly Agree 
CIVIL Controversy with Civility Scale 
CITZEN Citizenship Scale 
CHANGE Change Scale 
OMN IBUS Omn ibus SRLS 
OUTCOG Cognitive Skills Scale I- Not Grown At All 
2=Grown Somewhat 
3=Grown 
4=Grown Very Much 






OUTSPIR Spirituality: Search for Meaning Scale I=Never 
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OUTSPT Social Perspectivc Taking Scale 
BCUM Belonging Climate 
DCLIM Discriminatory Climate 
CREPRI Privatc Collective Racial Esteem 
CREPUB Public Collectivc Racial Esteem 
CREID Importance to Identity 
CREMEM Membership Collective Racial Estecm 
RESPID Unique Respondent Identifier 









5=Deseribes Me Very Well 













I = SUB I was administered 
2 = SUB2 was administered 





3 = In both 
samples 





3 = Junior provided 
4 = Senior along with 
5 = Other student 







GENDER Gender(From Sample) 1 = Male This 













HISPANIC Hispanic(F rom 0= This 
Sample) Respondent variable 
is not race reflects 
1 = data 
Respondent provided 
IS race along with 









INDIAN American Indian(From 0= This 
Sample) Respondent variable 
is not race reflects 
1 = data 
Respondent provided 
IS race along with 








ASIAN Asian Amcrican(From 0= This 
Sample) Respondent variable 
is not race reflects 
1 = data 
Respondent provided 
IS race along with 








BLACK African 0= This 
AmericanlBlack(F rom Respondent variable 
Sample) is not race reflects 
1 = data 
Respondent provided 
IS race along with 









PACIFIC Hawaiian! Pacific 0= This 
Islander(From Sample) Respondent variable 
is not race reflects 
1 = data 
Respondent provided 
IS race along with 
9 = Missing student 
contact 
information 





WHITE CaucasianlWhite(From 0= This 
Sample) Respondent variable 
is not race reflects 
1 = data 
Respondent provided 
is race along with 








DISP MAIN Respondent Disposition 1 = 
Complete 
2 = Partial 
STARTTIME STARTTIME: The date 
and time this 
participant/user began 
entering data. 
ENDTIME ENDTIME: The date 
and time this 
participant/user 
finished entering data. 
ELAPSEDTIME ELAPSEDTIME: The 
total number of minutes 
it took this 
participant/user to 
finish entering data. 
PCTCOMPLETE PCTCOMPLETE: The 
percent of the survey 
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completed. 
LOGINTIME LOGINTIME: The date 
and time when this 
participant last logged 
In. 
NUMPRESENTED NUMPRESENTED: 
Number of questions 
presented to the 
participant. 
NUMANSWERED NUMANSWERED: 
Number of questions 
answered by this 
participant. 
NUMUNANSWERED NUMUNANSWERED: 
Number of questions 
unanswered by this 
participant. 
PCTUNANSWERED PCTUNANSWERED: 
Percentage of questions 
unanswered by this 
participant. 
INCOMP INCOMP: Last 
answered question 
SRLS 90 Did respondent answer 1 = 
90% of the SRLS Yes 
items? 0= 
No 
CORE 90 Did respondent answer 1 = 
90% of the CORE Yes 
Outcome measures? 0= 
(Only 'Yes' No 




Michael D. Anthony, Ph.D. 
Horne: 3030 Plantation Dr. 
Sellersburg, IN 47172 
Phone: (812) 748-5004 
Work: Cultural Center 
120. E. Brandeis Ave. 
University of Louisville 
Louisville, KY 40292 
Phone: (502) 852-0229 
CURRICULUM VITAE 
Email: michaeLanthony@louisville.edu 
Summary of Qualifications 
• Highly inclusive, motivational, and results-driven management and 
supervision style 
• Detail-oriented professional with a talent for arranging and maximizing 
resources, and a passion for student development and engagement 
• Proven ability to lead, counsel, and communicate in various roles including 
supervisor, liaison, facilitator, advocate and mentor to a variety of constituents 
EDUCATION 
Doctor of Philosophy - Educational Leadership and Organizational 
Development 
University of Louisville, Louisville, KY 
Master of Arts in Higher Education 
University of Louisville, Louisville, KY 
Bachelor of Science in Business Management, concentration in Marketing 
North Carolina State University, Raleigh, NC 
WORK EXPERIENCE 
Interim Director - Cultural Center August 2008 - present 
University of Louisville 
• Create a welcoming, supportive, and nurturing environment for under-
represented students by understanding and articulating issues of 
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• multiculturalism, cross-cultural interactions, racism, sexism, heterosexism, 
homophobia, classism, ageism, religious and/or military oppression, etc. 
• Develop, promote and collaborate with other departments to present a variety 
of cross-cultural programs that assist with the recruitment, retention and 
cultural enrichment of African American students, faculty, staff and other 
under-represented groups as well as programs and services that educate the 
campus community 
• Provide administrative oversight of academic and cultural programs including 
the Black Diamond Choir, Society of Porter Scholars, the National Black 
Family Conference, cultural history months, culturally-focused graduation 
celebrations and the diversity training and education of campus constituents 
• Serve as primary advisor to the Association of Black Students, the American 
International Relations Club, and the Student African American Brotherhood 
(SAAB) 
• Manage and supervise Center's staff and administer budget of over $500,000, 
along with providing oversight of multicultural student organizations' 
budgets, ensuring that university policies and procedures are being followed 
• Provide student and leadership development, conflict resolution and 
organizational development for multicultural students and student 
organiza ti ons 
• Undergird student retention by referring students to university services (i.c. 
Financial Aid, Academic Support, Peer Mentoring, Student Health and 
Counseling Center) 
• Engage in fundraising and grant writing opportunities to expand programs and 
funding for the Center 
Coordinator - Office of Civic Engagement, Leadership and Service 
University of Louisville May 2007 - July 2008 
• Oversee the Student Leadership and Service Learning programs, including 
selection, training, development and supervision of staff, budget oversight, 
program implementation and assessment 
• Develop programs and activities working in collaboration with various 
academic units and student organizations to enhance the campus community 
and student engagement 
• Serve as an active member of the Dean of Students leadership team and assist 
with Student Affairs and campus-wide programs and initiatives 
• Assist student groups by providing services that support their academic 
success and retention 
• Participate in Student Orientation and Welcome Week activities 
• Serve as advisor for the Student Government Association with the Dean of 
Students 
• Prepare reports and participate in assessment activities as requested by the 
Dean of Students and Vice President for Student Affairs 
Lead Facilitator - The LeaderShape® Institute May 2006 - present 
Champaign-Urbana,IL 
• Facilitate national and campus-based sessions of the LeaderShape® Institute 
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• Train cluster facilitator and on-site coordinators at national and campus-based 
seSSIOns 
• Mentor incoming Lead Facilitators before, during, and after annual training 
• Advise the President on curriculum and logistical matters of the institute 
National Speaker - American Student Government Association 
Gainesville, FL October 2006 - present 
• Design and implement leadership development workshops for Student 
Government leaders at regional and national conferences 
• Facilitate roundtable discussions amongst student government leaders 
• Advise the Executive Director on conference content, location, and logistics 
Coordinator for Student Leadership Programs May 2005 - April 2007 
University of Loui.'iiville 
• Develop and articulate vision and mission of the Office of Student Leadership 
Development 
• Manage the programs, resources, and services of the Office of Student 
Leadership Development 
• Assist the Vice President for Student Affairs with special projects and division 
initiatives 
• Promote achievement of Student Affairs and Department of Campus Life 
strategic goals 
• Advise the Student Government Association 
• Advise the Student African American Brotherhood 
• Coordinate the U of L Leadership Conference 
• Collaborate with various departments/units to create, promote, and coordinate 
leadership opportunities for students 
• Coordinate and accompany students to local, regional, and/or national 
conferences 
• Develop and manage the leadership resource area and facilitate the 
development of a co-curricular transcript 
• Advise the Freshmen L.E.A.D. program 
• Supervise graduate and undergraduate staff 
Resident Director, Office of Housing & Residence Life August 2003 - April 2005 
University of Louisville 
• Assisted with RD and RA selection, training, and evaluation 
• Responded to crisis and conflict situations within the residence hall 
• Enforced H&RL policies and procedures 
• Adjudicated disciplinary hearings and sanctioned students accordingly 
• Advocated for and oversaw several major rehabilitation projects for the 
residence hall 
• Supervised staff of 5 Resident Assistants and 10-15 Desk Assistants 
• Advised and counseled the hall council 
• Maintained budget of Community Development funds 
• Facilitated program-planning process effectively each semester with RA staff 
• Conducted performance appraisals of RAs at least once per semester. 
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• Secured RA staff files and kept progress reports updated 
• Maintained integrity of building key system 
Conference Director, Office of Housing & Residence Life 
University of Louisville May 2004 - August 2004 
• Maintained key and building security throughout the summer 
• Interviewed and trained conference staff 
• Supervised staff of 2 Conference Assistants and 6 Desk Assistants 
• Conducted group leader meetings with conference guests 
• Enforced conference policies and procedures while guests were on-site 
• Scheduled building coverage and on-call schedule for multiple halls 
• Facilitated team building and motivation activities 
• Completed billing summaries and inventory checks once groups left campus 
• Responded to crisis and emergency situations across campus 
TEACHING EXPERIENCE 
Instructor, ECPY 355 ~ Campus Developmental Leadership 2005 ~ present 
University of Louisville ~ Louisville, KY 
Guest Lecturer, ECPY 661 - Introduction to College Student Personnel 
University of Louisville - Louisville, KY 2010 
Guest Lecturer, ELFH 682 ~ Organization and Administration of Higher 
Education 
University of Louisville ~ Louisville, KY 2010 
Guest Lecturer, ELFH 682 ~ Organization and Administration of Higher 
Education 
University of Louisville - Louisville, KY 2008 
Instructor, HON 341 - Learning to Lead, Leading Through Service 
University of Louisville - Louisville, KY Spring 2007 
Adjunct Faculty, GE 101 ~ Strategies for Academic Success 
Jefferson Community and Technical College ~ Louisville, KY Fall 2006 
UNIVERSITY APPOINTMENTS 
Intramural Advisory Board 2004 - present 
Leadership Development Planning Team, Chair 2005 ~ 2006 
Orientation Advisory Committee 2005 ~ 2007 
Welcome Weekend Committee (Chair, 2006) 2005 ~ present 
Honors Council 2006 ~ present 
International Service Learning Program Task Force 2007 - 2009 
Carnegie Community Engagement Work Group 2007 ~ 2008 
QEP / Student Affairs Collaborative Learning Community2007 ~ 2008 
Professional Development Committee 2007 - 2008 
Substance Abuse Prevention Coalition 2007 ~ 2008 
Student Affairs Think Tank 2007 - present 
Ideas to Action Quality Enhancement Plan Task Group 2008 - present 
Parking Advisory Committee 2007 - 2008 
Bias Incident Response Team 2009 - present 
President's Community Service Honor Roll 2009 ~ present 
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Commission on Diversity and Racial Equality 
Black Faculty and Staff Association 
RELA TED EXPERIENCE 
2008 - present 
2010 - present 
Founder & Owner - Anthony Creative Solutions, LLC December 2008 - present 
Leadership and diversity education and consulting company serving education, non-profit 
and corporate organizations. 
External CAS Reviewer - Bellarmine University June 2010 
Offices of Multicultural Affairs, Women Center Programs, Service Learning, and LGBT 
Services 
External Reviewer - East Carolina University February 2009 
Office of Intercultural Student Affairs and Center for Student Leadership & Civic 
Engagement 
International Service Learning Program August 2004 - April 2005 
• Conducted service learning projects in Belize, Central America in 2004 and 
2005 
• Instructed the EDAP 596 International Leadership course 
• Recruited and processed program participants 
• Served as liaison between the program administration, participating faculty, 
the Board of Directors, and the Vice President for Student Affairs 
• Established the first ISLP Alumni Association 
• Created constitution and by-laws to govern the alumni association 
• Conducted a Phonathon to raise funds for the program's endowment 
• Managed pre-departure seminars weekly during the spring semester 
Office of the Vice President for Student Affairs January 2004 - May 2004 
• Presented at parent orientation sessions during new student orientation 
• Attended planning meetings with Orientation officials to discuss Parents 
Orientation 
• Worked with Orientation intern to create and distribute Parents Orientation 
booklet and resources 
• Revised policies and procedures in Parents Helpline binder 
• Responded to phone calls and cmails received by the Parents Helpline 
• Met with Housing and Residence Life officials in order to plan a NSSE survey 
disbursement and to develop a marketing plan 
• Attended various staff meetings and functions of the Student Affairs Division 
and office staff 
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LEADERSHIP 
ACPA Presidential Intern for the President of ACPA 2008 - 2010 
Assistant to the Director, NASPA Kentucky 2008 - 2010 
Past-President, College Personnel Association of Kentucky 2008 - 2009 
President, College Personnel Association of Kentucky 2007 - 2008 
Vice Chair for Research, ACPA Commission on Student Involvement 
2007 - 2008 
President-elect, College Personnel Association of Kentucky2006 - 2007 
Membership Coordinator, College Personnel Association of Kentucky 
2005 - 2006 
Gen. Hugh Shelton Leadership Center Board of Advisors 2002 - present 
North Carolina State University 
Alpha Phi Alpha Fraternity, Inc. 1999 - present 
Louisville, KY 
Coach, Mentor, Trainer - General Hugh Shelton Leadership Challenge 
Raleigh, NC Summer 2005 
Cluster Facilitator, The LeaderShape® Institute 
North Carolina State University 
2004 
Graduate Student Coordinator, College Personnel Association of Kentucky 
2004 - 2005 
Chair, South Atlantic Affiliate of College and University Residence Halls 
Conference 2004 - 2005 
University of Louisville 
SELECTED PRESENTATIONS 
Anthony, M.D. (October 2010). A Legacy of Leadership & Service: The 
Fundamental Tradition. KY Private and Independent Colleges SGA Conference -
Bellarmine University, Louisville, KY. 
Anthony, M.D. & Curtis, P. N. (February 2010). How Students Become Better 
Critical Thinkers Through Out-Of-Classroom Engagement. Celebration of 
Teaching and Learning - University of Louisville, Louisville, KY. 
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Anthony, M.D. & LaRue, S. (May 2009). Infusing Critical Thinking into Campus 
Programs to Build Community. Ideas 2 Action Institute - University of 
Louisville, Louisville, KY. 
Anthony, M.D. & Johnson, lL. (March 2009). Responding to Incidents of Bias 
on Campus. American College Personnel Association National Convention, 
Washington, DC. 
Atkins, l, Anthony, M.D. & Bergman, M.J. (November 2008). Going Back to 
School: Implications for Adult Learners. Southern Association of College Student 
Affairs Regional Conference, Hilton Head, Sc. 
Anthony, M.D. & Curtis, P.N. (March 2008). Making Connections: Professional 
Development in Student Affairs. College Personnel Association of Kentucky 
State Conference, Louisville, KY. 
Anthony, M.D. Recognized Student Organization Trainings (2007). University of 
Louisville, Louisville, KY. 
Anthony, M.D., Woods, E., & Curtis, P.N. (December 2006). ECPY 355-
Campus Developmental Leadership. Leadership Educators Institute, Tempe, AZ. 
Anthony, M.D. (September 2006). Leadership within SGA. University of 
Kentucky SGA Retreat, Southern Seminary, Louisville, KY. 
Anthony, M.D. (August 2006). All eyes on me. African Christian Fellowship 
Midwestern Convention, Southern Seminary, Louisville, KY. 
Anthony, M.D. (December 2005). There is always a choice ... and the choice is 
yours. GEAR UP! Kentucky campus visit program, Louisville, KY. 
Anthony, M.D. (October 2005). Building community in the residence halls-
CARDSS as a model. Leadership U, University of Louisville, Louisville, KY. 
Anthony, M.D. & Todd, Jr., D.D. (September 2005). Five steps in effective 
leadership. Bellarmine Student Leadership Conference, Bellarmine University, 
Louisville, KY. 
Anthony, M.D. (August 2005). The relational leadership model. University of 
Louisville Marching Band, Louisville, KY. 
Anthony, M.D. (August 2005). It's all Greek to me! Greek Leadership Retreat, 
Murray State University, Murray, KY. 
Anthony, M.D. (May 2005). Making the connection. Kentucky Leadership 
Academy, Corbin, KY. 
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Anthony, M.D. & Cuyjet, M.J. (March 2004). So you want to advise the SGA 
president...What were you thinking!?!? College Personnel Association of 
Kentucky, State Conference, Lexington, KY. 
Anthony, M.D. (February 2003). Raise up and get it done: How to effectively 
communicate with administrators. LEAD Conference, North Carolina State 
University, Raleigh, NC. 
CASE STUDIES & GRANTS 
• Anthony, M.D. & Hirschy, A.S. (2005, March). The Bourbon Street Blues. 
Case study created for College Personnel Association of Kentucky. Lou., KY. 
• Success, Engagement and Satisfaction (SES) Grant, $20,000 to fund a new 
collaboration between the University of Louisville and the Leadership 
Louisville Center. 
SPECIALIZED TRAINING 
• National Coalition Building Institute Leadership Training - August 2010 
• ACPA e-Learning Course: "Assessment as a Primer" - October 2005 
• The Blueprint Workshop: Building a Leadership Program - November 2005 
• California Coalition Against Sexual Assault Training Institute - October 2005 
PROFESSIONAL & COMMUNITY INVOLVEMENT 
• Alpha Lambda Chapter of Alpha Phi Alpha Fraternity, Inc. 
• American Association of Colleges & Universities (AACU) 
• American College Personnel Association, College Student Educators 
International (ACPA) 
• Big Brothers/Big Sisters of Kentucky 
• Celebration of Teaching and Learning, University of Louisville 
• College Personnel Association of Kentucky (CPAK) 
• Community Empowerment Center Fatherhood Initiative Board of Advisors 
• International Leadership Association (lLA) 
• Leadership Louisville Center 
• National Association of Student Personnel Administrators (NASPA) 
• National Clearinghouse for Leadership Programs (NCLP) 
• New Professionals Institute (NPI) 
• Regional Entry Level Institute 
• Southern Association of College Student Affairs (SACSA) 
170 
HONORS & AWARDS 
• Golden Key International Honor Society - October 2006 
• National Society of Collegiate Scholars, Distinguished Member - September 
2006 
• SEAHO Graduate Student of the Year Nomination - February 2005 
• Kentucky Association of Housing Officers Graduate Student of the Year -
October 2004 
• Kentucky Association of Housing Officers SEAHO Scholarship - October 
2004 
• Kentucky Graduate Institute, Graduate - October 2003 
• Outstanding Graduate, School of Education - May 2005 
• The LeadcrShape® Institute, Graduate - Summer 2002 
• National Residence Hall Honorary 
• SEAHO PPP certificate 
• Sigma Alpha Lambda National Leadership and Honor Organization 
TECHNOLOGY EXPERIENCE 
• Adobe Acrobat 
• Blackboard© Academic Suite 
• Microsoft Office: Excel, PowerPoint, Publisher, Word 
• Plone Web Design 
• Statistical Package for the Social Sciences (SPSS) 
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